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Abstract of Thesis
The present thesis is an investigation of the components, constmction and correlates 
of Quality of School Life (Q.S.L.). Firstly, a new Q.S.L. scale was constmcted and its 
psychometric properties tested. Secondly, the association between demographics 
(gender, age / school grade, school), school stress, well -  being and personality (self -  
esteem, affectivity, locus of control) and Q.S.L. was studied. Cross -  cultural 
comparison between Scotland and Greece regarding levels of Q.S.L., as well as 
correlates and predictors of Q.S.L. across cultures, were also investigated. Finally, the 
association between Q.S.L. and school performance, school misbehaviour, bullying / 
victimisation and substance use, in comparison with school, well -  being and 
personality factors, was studied. Participants consisted of a sample from two 
secondary schools in Stirling area, in Scotland (n = 425) and a sample of Greek 
secondary school pupils from Agrinio region (n = 173). Data were collected by means 
of questionnaires. Eleven scales were administered to the Scottish sample (e.g. 
demographics, affectivity) and six scales (e.g. demographics, school stress) were 
administered to the Greek sample. Univariate parametric (e.g. t -  test, ANOVA) and 
non -  parametric tests (e.g. chi -  square) were used in data analysis. Mutli -  variate 
tests (e.g. Logistic regression) were also used. Seven cross -  sectional studies are 
reported.
Results indicated that the new Q.S.L. scale has good psychometric qualities both in 
the Scottish and the Greek sample, although such qualities need to be investigated 
further. Personality factors were found to be the best predictors of Q.S.L. in two 
studies. In the study regarding the correlates of Q.S.L., it was found that school self -  
esteem was the best predictor of Q.S.L., whereas in the cross -  cultural study between 
Scotland and Greece it was found that, for both Scottish and Greek samples, positive
affectivity was the best predictor of Q.S.L. However, both Greek and Scottish samples 
in the cross -  cultural study consisted of 4'*' to 6“* graders, whereas the sample in the 
study regarding the correlates of Q.S.L. (Scottish only) consisted of L* to 6*** grade 
secondary school pupils. Greek and Scottish pupils were found to differ in relation to 
Q.S.L. levels total and across domains with a privilege of Scottish pupils regarding 
Q.S.L.
Q.S.L. was not found to be the best predictor of self -  rated performance neither 
across subjects nor overall. School self -  esteem was found the best predictor of se lf- 
rated performance overall. However, Q.S.L. was found to be associated with school 
misbehaviour, but again it was not its best predictor. The best predictor of school 
misbehaviour was found to be gender, with males being more likely to misbehave 
than females. Nevertheless, Q.S.L. was found the best predictor of overall 
involvement in bullying and / or victimisation, alongside with school stress, implying 
its significant association with the phenomenon as a whole. It was also found that peer 
self -  esteem and demographics, such as gender, differentiate bullies and victims. 
Finally, Q.S.L. was found to predict at best smoking maintenance, whereas other 
factors (e.g. school stress) where found to predict at best experimentation with 
smoking, alcohol and illicit drugs and maintenance of alcohol use.
The role of Q.S.L. as well as of demographic, school stress, well -  being and 
personality factors in relation to school performance, school misbehaviour, bullying 
and substance use are discussed. The results of each study are discussed in relation to 
previous relevant literature, practical implications for each area, limitations of the 
research, and some suggestions for future research are also provided.
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Preface of Chapters
The present thesis is an investigation of association between Quality of School Life 
(Q.S.L.) with various issues that may concern adolescents, their parents and 
educators, such as performance, school misbehaviour, bullying and substance use. 
However, since previous research regarding Q.S.L. in secondary school pupils, in 
terms of instruments and correlates, appeared to be rather limited, the construction of 
a new scale and the investigation of its correlates also became a central theme in the 
thesis. It may also be important to note that Q.S.L. - and its association with the 
aforementioned issues - was not studied alone, but in comparison to other 
demographic (age / school grade, gender, parental socio-economic and educational 
status) school stress, well — being and personality factors (self -  esteem, affectivity, 
locus of control), as one of the prime aims of the theis was to compare Q.S.L. and 
other factors regarding their effects on such important issues.
The current thesis is divided into six parts and eleven chapters.
Part A includes two chapters which involve review of the literature of the main 
variables of the present project including Quality of Life (Q.O.L.) and Q.S.L. 
However, it might be important to mention that relevant literature regarding issues 
that have been studied in the project (i.e. bullying, substance use) in relation to 
Q.S.L., are also presented in results chapters (4 to 10). Thus, the first chapter reviews 
the literature on Quality of Life (Q.O.L.) which provided the basis for the construction 
of the concept of Q.S.L., for which main theoretical and research issues are presented 
in chapter 2.
Part B, which contains chapter 3, outlines the methodological issues that will be dealt 
in the course of the majority of the results chapters (5, 7, 8, 9, 10) and these include 
samples, procedures and measures used in these chapters.
Part C consists of chapter 4, which describes the construction and the psychometric 
properties of the Q.S.L. scale that was extensively used in the thesis. Chapter 5 
describes the construction of a Q.S.L. model that included school stress, demographic 
and personality variables as well. Finally, chapter 6 of part C describes the results of a 
cross - cultural study in relation to the levels of Q.S.L., the correlates and predictors 
of Q.S.L., between Scotland and Greece.
Parts D and F compare Q.S.L. and other variables (demographic, school stress, well -  
being and personality) and their levels of association with school performance 
(chapter 7), school misbehaviour (chapter 8), bullying (chapter 9) and substance use 
(chapter 10). In chapter 7, the results of a study concerning the association between 
Q.S.L. and other factors with self — rated performance, both overall and across 
different subjects (English, arts, maths, science, modem studies and geography) are 
presented. Chapter 8 highlights the findings of a study regarding the association 
between demographic factors, school factors -  including Q.S.L., well -  being and 
personality factors on school misbehaviour. In chapter 9, the role of Q.S.L., 
demographics, school stress, well — being and personality factors are comparatively 
studied in relation to bullying and victimisation, in order to identify both, significant 
factors that are different and factors that are common in bullies and victims. In part F 
that includes, chapter 10, the same factors that were used in chapter 9, are studied in 
relation to use and maintenance of use of tobacco, alcohol and illicit drugs.
Finally in part G, chapter 11 summarises the main findings of the research studies 
(chapters 4 to 10) of the present thesis, discusses limitations and practical implications 
of the thesis and explores avenues for future research.

Chapter 1; Quality of Life; Theoretical and Research Implications
1.1 Introduction
Quality of Life (Q.O.L.) has been appeared across the past literature as a blurred, and 
multi-meaning concept (Kovac, 1995). Past research has also raised a number of 
questions such as: “what does Q.O.L. really include? Can we objectively measure 
Q.O.L. using scientific methods or does it refer only to individual abstractions, which 
are beyond measurement?” However, Q.O.L. became a central theme in various 
research areas including psychological, anthropological and medical studies. In 
addition, Q.O.L. is an everyday and widely used term by politicians and policy makers 
to describe ideal living conditions.
Although this area of research seems to be rather confused, the following review 
attempts to highlight some problems related to the definition and research of the 
concept.
1.2 Historical context
Q.O.L. has been always a major concern of all people and cultures and has been 
widely discussed in philosophical and literature texts, with an attached meaning of 
“well — being”. Aristotle (as cited in Barrow, 1980) in 5* century b/c claimed that 
people should adopt a plan of life towards a final end (a goal). Seeking to fare well 
could lead to the experience of “eudaimonia” (well - being). Stoics emphasised that 
attitudes and activities that facilitate detachment from the world lead also to well - 
being. Rousseau, placed the source of well - being in animate things (e.g. food) and 
Thoreau, claimed that well - being and happiness comes from activity (Diener, 1984). 
All these earlier representations are also reflected in modem theories of Q.O.L., 
discussed later (i.e. objective and subjective indicators of well - being).
Q.O.L. or Subjective Well - Being (S.W.B.) came into being as a research field around 
1960. The Report of President Eisenhower’s Commission on National Goals (1960) 
and Bauer’s work (1966) (as cited in Schuessler and Fisher, 1985), both conducted in 
USA, on the effects of the national space program on American society, have 
contributed towards the study of Q.O.L as a separate field in scientific research. The 
American President Johnson reported in 1964 (as cited in Campbell, 1981) that:
“The task o f  the G reat Society is to  ensure our peop le  the environment, the capacities, 
and the social structures which w ill give them a  meaningful chance to pursue th e ir  
individual happiness. Thus, the G reat Society is concerned not with how much, b u t  
with how good - not w ith  the quantity o f  goods bu t w ith the quality o f  our lives". 
Gurin’s (1960) earlier work on individual happiness provided the American 
community with results concerning sources of happiness or unhappiness, things that 
may cause worries and estimates of future happiness. Research in the area of Q.O.L. 
in the 1970’s started from the Board of Directors of the American Research Institutes 
conference, which reviewed any Q.O.L. research activities till then and introduced 
new research directions for the future. Early research targeted the increase of 
productivity, organisational training and improvement in the educational goals. At the 
above meeting, which was carried out in 1971, it was agreed that it would be desirable 
to identify and study the main determinants of Q.O.L. and use these research findings 
as the basis for future research attempts (Flanagan, 1982).
Later, two important research attempts in the area of Q.O.L. were carried by Campbell 
et al. (1976) and Andrews and Witney (1976) at the University of Michigan, at a 
national level, in order to identify Q.O.L. indicators in USA. The core characteristics 
of these two studies were:
■ they focused on the individual perception of well - being rather than the objective 
indicators, such as family income, health, productivity, accident rates etc. which 
had been the main focus of Q.O.L. research till then. Since then, more emphasis 
has been paid to S.W.B.
■ they attempted to assess the well being of the American population “globally” and 
“generally” and not partially.
■ they used measures with respect to specific life - domains (Flanagan, 1982) such as 
marriage, family life, health, neighbourhood, friendship, housework, job, life in 
USA, the city or county, work, housing, usefulness of education, standard of living, 
level of education and savings.
Unfortunately, these early attempts in the area of Q.O.L. in the USA had not much 
impact in Europe. Although the general concern in science and literature was about 
quality rather than quantity of life, early European research has lacked thorough 
systematic and scientific research in the area of Q.O.L., at least in the way it was 
approached in the USA. Later, in the 1980’s and 1990’s, research on Q.O.L. in Europe 
has predominantly focused on physical and mental health (e.g. Hopkins, 1992; Payers 
and Machin, 2CKX)), due to the increasing focus on health promotion. Thus Q.O.L. 
became a synonym of “positive health” (Bowling, 1991; Oliver et al„ 1996). 
Nevertheless, Thuriaux (1988) has evaluated 32 European member states of the WHO 
(World Health Organisation) and reported that only two countries had made attempts 
as regards the quantitative measurement of health status, indicating that further work 
needs to be done. In addition, the definition of health from the WHO, which 
incorporates physical, psychological and social components, has stimulated research 
on subjective rather than objective indicators of health (e.g. subjective general well -  
being), across the world. More recently new instruments have been developed and
validated by the WHO with focus on health and general Q.O.L. (e.g. The WHO Well 
-  being Scale, Heun et al., 1999). Bowling (1991) in her text “Measuring Health -  A 
review of quality of life measurement scales” has presented and described measures of 
functional ability, health status, psychological well — being, social networks and social 
support and measures of life satisfaction and morale, as measures of Q.O.L. Such 
dimensions of Q.O.L. are still dormnant in current research, with main focus on 
physical health (e.g. cancer, epilepsy), learning disabilities as well as mental health 
(Seed and Lloyd, 1997).
1.3 The meanings of Q.O.L.
Since Q.O.L. reflects numerous notional representations, it is worth looking at the
various meanings the term has taken across literature.
■ The first meaning of the term describes Q.O.L. as “fulfilment of personal goals”. 
This meaning has its roots in the Ancient Greek civilisation and has been 
represented by the self - actualisation and the self - fulfilment theoretical 
perspectives of Maslow (Maslow, 1968).
■ The second meaning concerns the ability to lead a “normal life”. The idea of 
Q.O.L. as normality is extremely vague, since it could take as many different 
meanings as the individual entities o f the population. It is mainly used by 
politicians and it has been kept vague and rather undefined (Edlund and Tagredi, 
1985).
■ The third meaning of the concept refers to personal “social utility”. Since socially 
useful behaviour incorporates individual variants, various potential meanings of the 
term would appear. Although this ideological variant could be represented via
family, personal values or employment, it is mainly used in the political arena 
where economic considerations are dominant.
■ The fourth meaning includes the “individualistic” view of Q.O.L. According to this 
meaning each individual defines personally what constitutes his / her own Q.O.L. 
Andrews and Witney (1976), found that 99% of their sample perceived their 
Q.O.L. as a quite piersonal matter. However, this notional representation is risky 
when it comes to issues like suicide, where society usually develops its own 
mechanisms to prevent such phenomena (e.g. suicide prevention programmes) 
(Edlund and Tagredi, 1985). This example illustrates the limitations of personal 
choice on Q.O.L. issues. Apart from the above limitations, the “individualistic” 
view of Q.O.L. has become a popular idea lately.
■ Finally, Q.O.L. is used in everyday situations in terms of positive over negative 
affect (Bradbum, 1969). This meaning of Q.O.L. incorporates pleasant emotions 
derived from the experience of positive affect. Either the experience of positive 
emotions or the predisposition to such emotions could lead to higher levels of 
Q.O.L., whether or not these are experienced regularly (Diener, 1984).
Although it seems difficult to find sinndlarities in all the above categorical
representations of Q.O.L. there are three basic similarities:
■ Firstly, Q.O.L. seems to be mainly subjective. Campbell (1976) has proposed that 
S.W.B. resides within the experience of the individual. However, objective 
conditions such as health, comfort or wealth are incorporated in the meaning of 
S.W.B. or Q.O.L. although they arc absent from the actual definitions (Kammann, 
1983). Other theorists in the area, proposed that such conditions as the ones 
described above are part of the Q.O.L. (Diener, 1984).
I Secondly, Q.O.L. or S.W.B. incorporates positive meanings. Although the 
relationship between the positive and negative factors is not very clear, it is 
estimated that Q.O.L. is more than the absence of negative factors.
I Thirdly, Q.O.L includes a global assessment of all the aspects of a person’s life. 
Despite of the method of assessment (questionnaire, interview etc.) used, emphasis 
is given on integrated judgements. Moreover, time is another issue in Q.O.L. 
studies, since there are some suggestions that the perception of Q.O.L. could be 
subject to changes over time. Nevertheless, measures studying Q.O.L. may vary 
from a few days to  weeks or the entire life. Decisions concerning the time frame of 
the study should be based on the individual research necessities (subject, 
population etc.) (Diener, 1984).
1.4 Deflning Q.O.L.
Till now numerous attempts have been made in order to provide a definition of Q.O.L. 
Analysing the term in its parts, specialists have agreed that the term “quality” has a 
relevant meaning as the term “grade” and that grade might range from low to high or 
from better to worse. In contrast, less agreement has been reached about the term 
“life”. Dominant trends have restricted its meaning only to mental life, but this 
hypothesis neglects the environmental aspects of the term (Schuessler and Fisher, 
1985).
Since Q.O.L. has been presented as an elusive concept across the literature, no 
universally acceptable definition is available at the moment. Romney et al. (1994) 
have presented various reasons for this:
■ First, psychological processes related to experiences of Q.O.L. could be interpreted 
through different and various conceptual fields. Thus, discrepancies in the views of
different researchers might arise in terms of their models or the facts they present. 
These discrepancies provide difficulties in the integration of Q.O.L. models.
■ Second, the term Q.O.L. represents a “value” context. “Superior” Q.O.L. has been 
defined and valued by studies in contemporary society predominantly including 
middle class populations.
® Third, the term encompasses developmental issues related to human growth, life 
span and psychological processes, which are consequently influenced by various 
environmental factors and personal value systems.
In addition to the above, the term has taken various meanings across the literature. 
Many authors have used the term interchangeably with other concepts such as well - 
being, psychological well - being, happiness, morale, life satisfaction or affectivity 
(Diener, 1984; Rice, 1984; Cheng, 1988; George, 1992). Other authors have used the 
term as a higher order concept describing S.W.B., positive - negative affect or life 
satisfaction (Davis and Fine-Davis, 1991; King et al., 1992; Frish et al., 1992). Others 
have argued that Q.O.L. refers to a multidimensional concept, which includes 
measures of life satisfaction or positive - negative affect (Pavot and Diener, 1993; 
Abbey and Andrews, 1986). In the present review S.W.B. and life satisfaction are 
used interchangeably with the term Q.O.L., since the above terms were treated as 
equal in the past.
Despite the diversity that exists among different theorists and researchers, a number of 
studies have proposed high inter-correlations among different measures of Q.O.L. 
based on different theoretical models. Pelizarri and Evans (1992) have attempted to 
examine the relationships among different measures of Q.O.L. The measures included 
the Quality of Life Questionnaire (Evans and Cope, 1989 - student version), a set of 
Perceived Q.O.L. scales designed for the needs of the study (Pelizarri, 1992 as cited in
Evans, 1994), the Positive / Negative Affect Schedule (Watson et al, 1988); the 
Satisfaction with Life Scale (Diener et al., 1985) and the Ryff Scales of Psychological 
Well - Being (Ryff, 1989). Their sample consisted of 212 introductory psychology 
students. Factor analysis p>erformed on the global measures described above (except 
the Ryff scales since they are not a global measure) and one factor solution was 
obtained accounting for the 57% of the Q.O.L. total variance. The correlations 
between the measures and the single factor were:
Measure Correlation with the single factor
Quality of Life Questionnaire Score 0.83
Perceived Quality of Life Score 0.83
Positive Affect Score 0.73
Negative Affect Score -0.59
Satisfaction with Life Score 0.77
Studies like this suggest that Q.O.L. is a multidimensional concept, which includes 
affective and cognitive components, in terms of its measurement and perception.
On the other hand. Brock (1993) proposed three dominant approaches to determine 
and define Q.O.L. The first approach is related to life characteristics based on 
religious, political or other domains of the contemporary society. For example, 
helping others might lead to high levels of Q.O.L. (Diener and Suh, 1997). The second 
approach to Q.O.L. refers to the satisfaction of certain preferences. Thus, people are 
selecting those sources of satisfaction, which could enhance high levels of Q.O.L. 
Finally, the third definition, highlights the role of personal experience. Feelings of joy 
or pleasure are paramount to this approach (Diener and Suh, 1997).
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Thus, what is Q.O.L.? One of the most acceptable definitions across the literature 
describes Q.O.L. as “a general sense of well - being” (Campbell et al., 1976). 
Although this definition appears to be rather general, it incorporates the multiple 
meanings of the term described earlier on.
1.5 Research models of studying Q.O.L.
The two basic models for the study of Q.O.L. found across the literature are the 
domain approach and the discrepancy approach.
1.5.1 The domain approach
The domain approach starts from the assumption that the overall Q.O.L. is related 
with feelings of satisfaction or dissatisfaction that people have in several life domains. 
Andrews and Witney (1976) have proposed three clusters of domains:
■ the first cluster includes domains from the primary social group (family, marriage, 
friendship)
B the second cluster includes domains that related to the man / environment 
transaction (work / educational level).
■ the third cluster includes domains concerning general environmental aspects (e.g. 
transportation, neighbourhood).
The above clusters have been found to be maintained in different populations and the 
relationship between different domains and global Q.O.L. assessment has been found 
to be a linear one. A third point, concerning the relationship between global Q.O.L. 
scores and domain scores, refers to the application of equal or different weights to the 
scores o f the domain satisfaction approach. Research in the area has shown that 
certain domains are more strongly correlated with global life satisfaction than others 
(Vermunt et al., 1987). However, the weighted sununation model (equal weights of
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the different domains) has been supported in the studies of Michalos (1980, 1983) and 
Campbell et al., (1976) and has been accepted as the best solution.
1.5.2 The discrepancy approach
The discrepancy approach which was originally developed by Michalos (1985), 
explains human satisfaction as a function of the perceived discrepancy between the 
present situation and the situation(s) where the individual compares his / her present 
situation. This comparison might be due to past expectations, future expectations (e.g. 
Campbell, 1976), aspirations (Michalos, 1983), the perceived situation of others’ (e.g. 
Emmons and Diener, 1985) personal needs (e.g. Andrews and Witney, 1976), 
personal experiences in the past and personal values.
Research conducted by Michalos (1985) resulted in the development of the Multiple 
Discrepancies Theory (MDT), which consists of the following hypotheses.
1. Q.O.L. or satisfaction is a process of the perceived discrepancy between what one 
has and:
■ what one aspires to
■ what relevant others have
■ the best situation one has had in the past
■ what one expected three years ago to have now
■ what one expects to have in the future (over five years)
■ what one deserves
■ what one needs
2. All the above discrepancies except the one between what someone has and what 
he / she aspires to, represent objective and measurable discrepancies which can 
influence the levels of ones satisfaction and behaviour.
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3. The discrepancy between what one has and what aspires to is the mediating 
variable between all the other discrepancies and the levels of Q.O.L.
4. The need to get and / or to maintain satisfaction is a behavioural motive, which 
facilitates the perception of expected levels of satisfaction.
5. All the discrepancies could be influenced by various other factors such as age, 
educational level, ethnicity, income, self - esteem and social support 
(conditioners).
6. Discrepancies are influenced by the general human behaviour and the conditioners. 
Michalos (1985) has tested MDT hypothesis with success. However, the relative 
salience may vary in different populations and cultures (Vermunt, 1989).
Although Andrews and Whitney (1976) and the M.D.T. models seem to be rather 
different they hold many similarities. Both models make the following assumptions, 
which have been highlighted in Campbel’s (1976) work:
■ Self-perceptions determine man / environment transaction and that perception is 
influenced by personal values, expectations, personality characteristics, 
demographic variables etc.
■ Feelings of satisfaction result from the perception of the present situation. Rules, 
expectations and the objective characteristics of the environment might affect this 
perception.
■ The amount of the perceived satisfaction is the product of the perceived 
discrepancy between the present situation and the situation that is used for the 
comparison.
■ People guide their behaviour in order to increase their level of satisfaction.
■ Changes in the amount of satisfaction that someone perceives could be a result of:
- changes in the circumstances of objective life.
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- changes in the perceived situation.
- changes related to factors used for the evaluation of the situation.
■ Levels of domain satisfaction could be influenced by the perceived attributes to the 
domains (Vermunt et al., 1989).
The above analysis suggests that the two models could function in a complementary 
manner. The domain approach emphasises the areas under which the Q.O.L. study 
should be carried out, while the discrepancy approach is mainly focusing on Q.O.L. 
perception. Future research should focus in the different ways that these two models 
overlap each other, as well as ways of integrating them.
1.6 The distinction between top - down and bottom - up theories of Q.O.L.
Research in the area of Q.O.L. has proposed “top - down” and “bottom - up” theories 
in relation to global or life domain satisfaction (Stones and Kozma, 1985). Bottom - 
up theories assume that global Q.O.L. results from the subjective weighting of 
satisfaction in various life domains (e.g. Headey et al., 1985). For example Rice et al. 
(1985), viewed family, work, friendships, housing, transportation, religion, self - 
esteem, free time, financial security and neighbourhood as leading to overall Q.O.L. 
Top - down models, on the other hand, claim that global Q.O.L. determines the levels 
of satisfaction with various life domains. For example, Watson and Clark (1984) 
proposed that general predisposition towards positive or negative affectivity could 
affect global Q.O.L., and the levels of Q.O.L. within specific life - domains. Top - 
down theories view Q.O.L. as stable and not automatically changing due to changes in 
speciflc life domains (Lance et al., 1989).
However, both models have found strong support in the area of Q.O.L. Current 
research directions has focused on bi-directional models of Q.O.L. which are
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combining top - down and bottom - up theories, assuming reciprocal influences 
between global and life - domain satisfaction. Lance et al. (1989) in their study 
comparing bottom - up, top - down and bi - directional models of Q.O.L., in a sample 
comprised of University of Georgia professors, found bi - directional models of 
Q.O.L. as being more useful in comparison with the other two.
1.7 Theorising on Q.O.L.
Literature in the area of Q.O.L. has proposed several theoretical perspectives, which 
have attempted to investigate what constitutes Q.O.L. The present review will attempt 
to summarise these different theoretical formulations and separate them into 
distinctive categories.
The basic distinction to be made between Q.O.L. theories refers to the subjective 
versus objective oriented theories. Objective theoretical formulations emphasise the 
use of statistical reports, demographic breakdowns, unemployment rates, levels of 
pollution, crime statistics etc. However, Tolman’s work (1941), which proposed the 
“Psychological Man” as opposed to the “Economic Man”, emphasised the need to 
focus on psychosocial factors. Thus, subjective oriented theories include general 
perceptual and experiential aspects of life with focus on subjective judgements 
concerning particular or global aspects of Q.O.L. (Palys and Little, 1980). Objective 
oriented aspects may also reflect the economic aspects of the community. The basis of 
this approach lies on the assumption that financial matters merely contribute to the 
social growth. Econometric measures could also operate as the most sophisticated 
tools of Q.O.L. estimation (Bauer, 1966).
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1.7.1 Theoretical form ulations concerning objective indicators o f  Q.O.L. (social 
indicators)
Scx:ial indicator has been defined as: “a statistic o f  direct norm ative interest which 
facilitates concise, com prehensive and balanced judgem ents about the condition o f  a
major aspect o f  society; it is, in a ll cases, a direct measure o f  w elfare...... I f  it changes
in the right d irec tion ...... things have gotten better, or people are better o f f ’.
This definition assumes that a social or objective indicator must have face validity or 
“receive consensual validation as to the direction o f  change ju d g ed  to be good fo r  
society" (Zautra and Goodhart, 1979).
Social indicators or economic approaches stress the people’s need to allocate material 
resources, which lead to the “production” or the “utility” of satisfaction. Liu (1976) 
and luster et al. (1981) proposed that material well - being could result from the utility 
maximisation of the basic capital goods such as money, time, and assets or skills, such 
as knowledge or social interactions. Thus, Q.O.L. is a by - product of the 
maximisation of the available stocks, contexts and time.
There are a large number of social indicators. Indicatively, the list proposed by Flax 
(1972) is described below, which was resulted from Q.O.L. studies in Urban areas in 
USA. The list includes (Zautra and Goodhart, 1979).
1. Percentage of labour force unemployed.
2. Percentage of households of income less than $3000 per year.
3. Per capita income adjusted for cost living.
4. Cost of housing a moderate - income family of four.
5. Infant (under 1 years old) deaths per 1000.
6. Reported suicides per 100(XX).
7. Reported robberies per 100000.
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8. Ratio between non - white and white employment rates.
9. Per capita contributions to the United Fund Appeal.
10. Percentage of voting - age population vote in the last presidential elections.
11. Median school years completed by adults.
12. Cost of transportation for a moderate - income family of four.
13. Average yearly concentrations of three air pollution components and change in the 
concentration of suspended particulates.
14. Estimated number of narcotics addicts per 10000 population.
Although different lists of social indicators have been proposed by different authors, 
some commonalties have emerged, about the types of social problems addressed by 
the social indicators. Bloom (1978) for instance suggested that health, social welfare, 
education, and public safety are the most important and crucial social problems that 
social indicators have to address. Convergence concerning the different lists might be 
possible according to Kulckholm and Stoodbeck (1961), who argued that the majority 
of the population share similar concerns. Again, it becomes important to note that 
such lists have been emerged for USA population, whereas European published 
literature lacks the development of such lists.
Objective indicators reflect important aspects of the society, which could be 
“precisely” measured. However, differences in living standards in different areas, 
subjective decisions on the measurable variables or cultural differences could lead to 
research inconsistencies (Diener and Suh, 1997).
1.7.2 Theoretical formulations concerning subjective indicators (psychological 
indicators)
Psychological indicators attempt to explain Q.O.L. by assessing people’s subjective 
reactions to life experiences. The following theoretical perspectives might be
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accountable for the individual differences in Q.O.L. levels (Zautra and Goodhart, 
1979). All these different theoretical models have not only tried to define Q.O.L. in 
their terms but also to offer rationale for possible relationships between Q.O.L. and 
correlates.
1.7.2.1 The epidem iological perspective
The epidemiological perspective focuses on factors that might increase the probability 
of disease development. Stressful life events play a crucial role in explaining Q.O.L. 
levels according to this perspective. These events may vary from marital dysfunction 
to job loss and other social disruptions and could potentially lead to the development 
of psychopathology (Dohrenwend, 1973) or physical illness (Dohrenwend and 
Dohrenwend, 1974). From this point of view the amount of stress produced is a by­
product of the level of disruption the event causes to life functioning (see for example 
Selye, 1956, and the General Adaptation Syndrome).
1.7.2.2 L ife - crisis theory
In accordance with this perspective, Q.O.L. results from any crisis induced by 
developmental or environmental changes. Successfully resolved crisis promotes 
psychological growth and increases the ability for coping with future crisis. In 
contrary, unsuccessfully resolved crisis could lead to psychological deterioration and 
decrease the abilities for future crisis management (Zautra and Goodhart, 1979). At 
this point social support could play a crucial role since it could provide information or 
other resources, in order to help overcoming the crisis (Casses, 1975).
1.7.2.3 The com petence approach
Competence theories suggested that Q.O.L. results from experiences of self - mastery 
(Jahoda, 1958), self - efficacy (Bandura, 1977) and competency (White, 1959). This 
view assumes that people possess inner tendencies to develop skills, promote their
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learning and act as independent agents mastering their lives. An environment, which 
provides an unbalanced level of demands (either too much or too little), could 
decrease the levels of Q.O.L.
1.7 .2 .4  N eed  theories
The need approach which rooted in the works of Freud (1930), Murrey (1951) and 
Maslow (1954), predisposes that S.W.B. results from the satisfaction of people’s own 
needs. This process changes constantly since people could have many needs that could 
be satisfied in different ways. These personal needs could be genetically endowed but 
they could be also influenced by social interactions and processes.
1.7 .2 .5  Phenom enological approaches
The phenomenological approach, as presented by Ziller (1974) and Gerson (1976) 
claims that Q.O.L. inheres in self - appraisal which lies in the interaction of self with 
significant others. This approach underlines the subjectivity, the relativity and the 
complexity of the Q.O.L. concept (Smedley, 1979), as self — appraisal can be rather 
subjective.
1.7 .2 .6  Activity theories
Activity theories start from the assumption that Q.O.L. is a product of human activity 
(Diener, 1984). The most explicit formulation of these approaches has been expressed 
via the theory of “flow” (Csikszentmihalyi, 1975). “Flow theory” claims that these 
activities are pleasurable when the activity challenge is matched to the person’s skill 
level. High levels of Q.O.L. result from people’s involvement in interesting for them 
activities. The interesting aspect of activity theories is that Q.O.L. is due to personal 
efforts.
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1.7.3 The ecological approach
The ecological approach of Q.O.L. (Bubolz et al„ 1980) views S.W.B. as a sum of 
elements which constantly influence each other. Thus, Q.O.L. depends on habitat, 
which changes as people make various efforts to improve their Q.O.L. The ecological 
perspective examines the interconnectedness of both animate and inanimate things, 
with respect to Q.O.L. Thus, it combines social indicators, which are focusing on 
animate things and psychological subjective indicators that are focusing on inanimate 
ones. Consequently, the ecological model could be considered as a complete model of 
Q.O.L. since it combines both objective and subjective indicators of Q.O.L. It has 
been suggested (Diener and Suh, 1997) that parallel use of objective and subjective 
indicators could provide positive alternative explanations to the study of Q.O.L., since 
these two accounts are unlikely to be influenced by common measurement errors. 
Milbrath (1982) has also presented a Q.O.L. model with many ecological elements. 
According to him, Q.O.L. and habitat interrelate in such a way, which leads to 
environmental changes. Millbrath’s (1982) approach suggests that Q.O.L. changes all 
the time following a dynamic process.
All these different subjective models of Q.O.L. have been found to possess stability in 
their measurement over time and as having a significant ability to capture the 
individual experiences. However, the fact that they could be influenced by personality 
and other factors (e.g. mood) may limit the validity and the reliability of measures 
based on these models (Diener and Suh, 1997). The previous analysis suggests that 
both types of analyses possess advantages and limitations. Undoubtedly, Q.O.L. 
comes from a combination of objective and subjective indicators. Nevertheless, how 
these diverse kinds of indicators interact should be subject to future research.
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1.8 Theoretical models explaining the perception of Q.O.L.
Judgement theories claim that the perception of Q.O.L. results from a comparison 
between a standard and a given condition. Social comparison theory suggests that 
people perceive Q.O.L. through comparisons with other people. If someone perceives 
himself / herself as better in comparison with others, then he / she will perceive higher 
levels of Q.O.L. (Michalos, 1980).
In Adaptation Level theory (Brickman and Campbell, 1971) personal past life is used 
to set the standards. If the person perceives his / her present life as exceeding his past 
life, then he also perceives higher levels of Q.O.L. According to Adaptation Level 
theory adaptation occurs from the continuation of appearance of positive events 
(Diener, 1984). The experience of continuation of positive events facilitates 
adaptation, which may alter the perceived levels of Q.O.L.
Aspiration Level theory assumes that S.W.B. depends on the discrepancy between 
aspiration and actual conditions in a person’s life (Carp and Carp, 1982). The level of 
aspiration depends on previous experiences and goals. However, although there is 
some evidence supporting the relationship between the levels of Q.O.L. perception 
and the levels of aspiration, this relationship does not appear to be very strong 
(Diener, 1984).
Although Judgement theories have positively contributed to the understanding of 
Q.O.L. perception, many questions still remain unanswered. Firstly, judgement 
theories do not clarify whether or not comparisons occur within the Q.O.L. domains 
or generalise across the domains. On the other hand, judgement theories do not clarify 
the type of comparison, which takes place each time (social comparison, adaptation 
etc.). A final criticism concerning judgement theories refers to their limits in justifying
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whether or not various events have a specific hedonic value, prior to the comparison, 
and, how this value, if any, influences the perception of Q.O.L. (Diener, 1984).
1.9 The role of cognition and affect in the Q.O.L. perception (Associonistic 
theories)
Although cognitive approaches of S.W.B. perception are in their infancy (Diener, 
1984), some theoretical perspectives have been developed in order to explain Q.O.L. 
perception through memory, conditioning or other cognitive and cognitive - 
behavioural principles (Evans, 1994). Lazarus (1991) for example defined cognitive 
appraisal “as an evaluation of what is believed about the significance of what is 
happening for ones general, or specific well - being, or quality of life”.
Bower (1981) found that people tend to recall memories, which are congruent with 
their current emotional state. General research on memory networks has shown that 
people usually develop a rich network of positive memories and a poor network of 
negative ones. Predisposition to either positive or negative associations influences the 
perception of Q.O.L. in a positive or a negative way, respectively.
Classical Conditioning theory (Zanjock, 1980) illustrates that prolonged exposure to 
positive life events could influence positively the perception of Q.O.L., by creating a 
positive condition that could be triggered by a positive stimuli. Conditioning and 
memory networks could function in an automatic way. Furthermore, limited research 
in the area has also suggested that conscious efforts to alter affective associations may 
be possible. For example, Fordyce (1977) proved that conscious attempts to reduce 
negative thoughts could increase the levels of subjective well - being.
Studies on the influence of feelings in the perception of Q.O.L. have shown that 
people tend to perceive negative feelings related to specific events, as influencing
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global judgements (Keltner et al., 1993). In addition, literature has indicated that 
negative feelings affect negatively judgements on well - being (Strack et al., 1985). 
Attribution theory (Kelly, 1973), which has tried to account for the relationship 
between feelings and Q.O.L. perception, suggests that negative specific self - 
attributions as well as situational negative attributions could result in the perception of 
lower levels of general Q.O.L. Nevertheless, there might be circumstances where this 
process operates in the opposite way (i.e. lower levels of general Q.O.L. lead to 
negative attributions) (e.g. Keltner et al.,1993). Keltner et al. (1993) concluded that 
Q.O.L. judgements result from the relationships between current feelings and the 
various Q.O.L. domains.
Generally speaking it could be concluded that affective and cognitive factors are 
important in understanding the perception of Q.O.L. (McKennel and Andrews, 1983). 
The way these two factors interact and their impact in different Q.O.L. domains 
should be the focus of future research. It still remains unclear, for example, if different 
Q.O.L. domains are influenced predominantly by affective or cognitive factors. 
Research attempts till now have provided inconsistent results (see for example Me 
Kennel and Andrews, 1983 and Keltner et al., 1983).
1.10 Correlates of Q.O.L.
Research in the area has indicated that a number of factors could affect or influence 
Q.O.L. These factors include objective (e.g. income) as well as subjective factors (e.g. 
personality characteristics). In general, subjective factors are found to relate more 
strongly with Q.O.L. than the objective ones. Diener (1984) has proposed two reasons 
for this. Firstly, subjective measures might share method variance with Q.O.L., since 
both describe abstract judgements. Secondly, objective factors might be highly
23
correlated with subjective ones. Campbell (1981), for example found that the 
satisfaction with self (i.e. self - esteem) presents the highest correlation with life 
satisfaction (r = .55) whereas the relationship between life satisfaction and satisfaction 
with health is rather moderate (r = .29).
1.10.1 Demographic correlates
1.10.1.1 Income
There are a considerable number of studies, which have shown a strong relationship 
between Q.O.L. and income. This positive relationship has also been found across 
different countries (Larson, 1978). Although the effect of income on Q.O.L. seems to 
be small when other variables are controlled (e.g. educational level), these variables 
are found to be dominated by income (Easterlin, 1974). However, high income does 
not necessarily guarantee high levels of Q.O.L. (Campbell, 1981). This critical 
relationship could be explained by a number of reasons. First of all, income could 
have an effect only in extreme poverty situations and not when the basic needs are met 
(Campbell, 1981). Secondly, status and power, which could be responsible for the 
income effect, are usually scx:ietal factors and they do not necessarily increase as the 
income increases. Thirdly, the effect of income might be dependent on social 
comparisons where people know how satisfied they are by comparing themselves with 
others. Finally, high income could have some negative as well as positive effects on 
peoples’ lives. For example, high income is usually related with hard working and 
overtime (Diener, 1984). Future research in the area, should focus on the effects of 
range of income on Q.O.L. levels.
1.10.1.2 Age
The effect of age on Q.O.L. remains a matter of controversy in the area. Early studies 
(e.g. Gurin et al., 1960) have suggested that younger people tend to report higher
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levels of Q.O.L. than the older ones. Later research in the area opposed these results 
and proposed no age effects on Q.O.L. (Andrews and Witney, 1976). A meta - 
analysis of the relevant studies in the area by Stoch et al. (1983), argued that the 
correlation between age and S.W.B. was near 0. The controversy among the results of 
different studies might be due to narrow age ranges (e.g. Larson, 1978), lack of 
control for factors which covary with age (e.g. Cameron, 1975), and use of cross - 
sectional designs rather than longitudinal ones (e.g. Knapp, 1976). Recent research 
trends in the area focus not on the number of years (age) but on the different life 
stages which also predispose different demands and rewards (e.g. Medley, 1980).
1.10.1.3 Gender
Research in the area has suggested that some difference between the two sexes does 
exist in relation to life satisfaction (Andrews and Witney, 1976; Campbell, 1976). To 
be more specific. Medley (1980) has concluded that younger women report higher 
levels of life satisfaction than younger men do and older women report lower levels of 
life satisfaction than older men. This age effect usually deteriorates around the age of 
45.
1.10.1.4 Race
Race studies in relation to Q.O.L. have predominantly focused on possible differences 
between blacks and whites. Research in USA it was shown that black people have 
usually lower levels of S.W.B. than white people (e.g. Andrews and Witney, 1976). 
However, black people and white people differ in respect to various social and 
cultural characteristics (e.g. education, income etc.). Although many studies in the 
area have attempted to control for these variables, the effect of race was still present 
(Campbell et al., 1976). Nevertheless, a large proportion of studies in the area have
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used small subsamples with respect to black minorities, affecting this way the results 
in favour of whites.
1.10.1.5 Em ploym ent
Campbell et al. (1976) have shown that unemployment is one of the strongest negative 
predictors of Q.O.L. This effect has been found strong, even though other objective 
factors such as income were controlled. Since homemakers have not reported less 
satisfaction than people in paid jobs (Wright, 1978), there is an indication that job 
satisfaction in general and not income might be a strong predictor of S.W.B.
1.10.1.6 Education
The effect of education on S.W.B. remains a matter of controversy in the area 
Although, Campbell (1981) found a positive relationship between Q.O.L. and level of 
education, in favour of those who have received higher education, other studies (e.g. 
Palmore, 1979), suggested that this relationship is rather weak. It is important to note 
that the level of education has also found to interact with other variables (e.g. income) 
and when these variables were controlled, the effect of the educational level on Q.O.L. 
disappears (Toseland and Rasch, 1979 - 1980).
1.10.1.7 Religion
Religiosity could be defined in different ways and includes many different dimensions 
(e.g. faith, church attendance, impiortance of religion etc.) Factors like religious faith, 
religious traditionalism and importance of religion have been found to positively 
affect Q.O.L. (e.g. Cameron et al., 1973). In contrary, other studies have proposed that 
religious participation and attendance do not affect S.W.B. (e.g. Ray, 1979). Although 
religiosity seems to affect S.W.B. positively, in general, a number of questions remain 
unanswered. Firstly, it still remains unclear which factors covariate with religiosity
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and how different types of faith and religious participation could affect Q.O.L. 
(Diener, 1984).
1.10.1.8 M arriage a n d  fam ily
Overall the effect of marriage on Q.O.L. has been presented by several studies as 
rather weak (e.g. Sauer, 1977). However, other studies in the area (Glenn, 1975; 
Andrews and Witney, 1976) proposed that married individuals tend to report greater 
satisfaction with life than unmarried. Moreover, marital satisfaction has been found to 
be one of the strongest predictors of the general S.W.B. (Toseland and Rasch, 1979 - 
1980). However, studies on parenthood have proposed neither positive nor negative 
effects on global Q.O.L. (e.g. Andrews and Witney, 1976; Glenn and Weaver, 1979). 
Such controversial findings suggest that further research studying the association 
between marriage and family on Q.O.L. is necessary.
1.10.2 Behavioural variables
1.10.2.1 Social co n ta c t
A positive relationship between Q.O.L. and social participation has been proposed in 
a considerable number of studies (e.g. Campbell et al., 1976). Okun et al., (in press) 
conducted a meta - analysis on 115 studies which have examined the relationship 
between social activity and S.W.B. Social activity was found to explain 2 - 4% of the 
total variance. The effect was remained even though other variables, such as 
demographics were controlled. They also suggested that this effect was larger for 
formal social activities rather than informal ones. Another body of studies (e.g. Liang 
et al., 1980) suggested that there is no effect of social interaction on Q.O.L. The 
controversy of the above results could be attributed in various causes. An illustrating 
example could be the covariance between social participation and other variables such
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as education, constraint of social setting, or personal need for interaction (Diener, 
1984).
General unresolved research issues in the area include the direction of the relationship 
between life satisfaction and social interaction, the relationship between type of 
personality (introvert - extrovert) and social contact and the effect of this relationship 
on life satisfaction, and finally, the effect of different types of social contact on Q.O.L. 
(Diener, 1984).
Another issue in the area of social contact concerns intimate relationships. Research in 
the area (e.g. Fredman, 1978) shows that intimate relationships is one of the most 
important and the most strong predictors of general life satisfaction.
1.10.2.2 Life events
Positive and negative life events have found to influence Q.O.L. since they are inter- 
correlated with positive and negative affectivity respectively (Reich and Zautra, 
1981). However, the relationship between Q.O.L. and positive / negative events is not 
as straightforward as it firstly appears. It has been found that positive events could 
influence levels of Q.O.L. negatively, when they provide “a lack of control feeling” 
(Reich and Zautra, 1981; Guttman, 1978). Past research in the area suffers from a 
detailed and a clear system of event classification. Too much emphasis has also been 
paid to smaller daily events. Differences between the impact of daily events and larger 
scale events on Q.O.L. should be subject to future research (Diener, 1984).
1.10.2.3 Activities
Activity theory has pointed out that involvement in various activities (e.g. sports) 
could increase Q.O.L. levels. Previous research based on elderly samples gave 
grounds to the activity theory (Palmore, 1979; Riddick, 1980). There are also a 
number of studies, which suggest no relationship between activities and S.W.B. (e.g.
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Pierce, 1981). Variance might be also shared between activities and variables, such as 
health, that might contribute to inconsistent results. In addition, activities could take 
various forms such as social, physical, hobbies, or voluntary participation, an issue 
rather ignored from past research. In conclusion, research in the area indicates that 
certain activities could positively influence the levels of Q.O.L., but there is only 
limited understanding of the parameters accompanying this relationship (Diener, 
1984).
1.10.3 Personality variables
Previous literature has suggested that personality is a strong correlate of Q.O.L. 
(Diener, 1984). Andrews and Witney (1976) suggested that demographics are able to 
explain less than 10% of the Q.O.L. variance, indicating that personality factors may 
be better predictors of Q.O.L. A number of personality characteristics and their 
relationship with Q.O.L. are presented below.
1.10.3.1 S e lf - esteem
A number of studies have proposed that high self - esteem is one of the strongest 
predictors of S.W.B. (e.g. Reid and Ziegler, 1980). According to Campbell et al. 
(1976) self - esteem has the highest positive correlation with life satisfaction than any 
other variable. It is worth mentioning that any understanding concerning the direction 
of this relationship remains uncertain, but current research trends suggest that it might 
be a bi-directional relationship (Diener, 1984).
1.10.3.2 Locus o f  control
Locus of control, which is usually measured by Rotter’s Locus of Control Scale has 
been found to influence S.W.B. in a number of different populations (e.g. Brandt, 
1980). Nevertheless, locus of control depends upon various cultural characteristics. 
Different cultures may interpret differently the effect of externality or intemality in
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relation to life satisfaction. If someone lives, for instance, in a restricted environment 
high levels of external locus of control could contribute positively to S.W.B. In 
general terms, externality is considered to lead to higher Q.O.L. (Diener, 1984). Like 
self - esteem, locus of control has an uncertain relationship with Q.O.L. in terms of its 
direction. The covariance shared between locus of control and other variables, such as 
life events, might cause difficulties, in reaching consistent results.
1.10.3.3 Extraversión /  intraversión
Costa and McCrae (1980) presented extroversion and neuroticism as the two factors, 
which are associated with positive and negative affect resp)ectively. Thus, affectivity 
may be one of the basic variables that mediates the relationship between S.W.B. and 
extraversión / intraversión. This may explain the high relationship between 
extraversión and Q.O.L. The sociability component of extraversión is another factor, 
which might lead to higher levels of Q.O.L. (Tolor, 1978).
1.10.3.4 Intelligence
Although intelligence as measured by I.Q. tests, is a valued societal source, it has been 
repeatedly found in several studies to be unrelated to Q.O.L. (e.g. Sigelman, 1981). 
Nevertheless, in a number of studies (e.g. Campbell et al., 1976) it was found a 
positive relationship between intelligence and S.W.B. It is also worth emphasising 
that in some populations (i.e. students) intelligence might be a strong determinant of 
S.W.B., as it is being rewarded. In addition, intelligence could broaden jjeople’s 
horizons, aspirations, or awareness and this may bring positive influences on the 
Q.O.L. levels.
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1.10.4 Biological factors
1.10.4.1 Health
It has been found in previous research that perceived health is one of the strongest 
predictors of Q.O.L. (Toseland and Rasch, 1979 - 1980; Larson, 1978). The effect of 
health on Q.O.L. is present even when demographics such as age were controlled 
(Larson, 1978). Campbell et al. (1976) suggested that although health was one of the 
strongest correlates of Q.O.L., satisfaction with health was the eighth strongest 
predictor of global life satisfaction. A meta - analysis of studies concerning this 
relationship (Okun et al., in press) revealed a correlation of .32 between health and 
Q.O.L. This correlation was found to be stronger for women than for men and also 
stronger in studies that used subjective measures of health as opposed to objective 
ones. Nevertheless, the process underlying this relationship between Q.O.L. and 
objective / subjective health remains unclear.
1.10.4.2 O ther biological factors
Finally, a number of studies have focused on several biological factors and their 
relationship with S.W.B. These include poor sleep (Roth et al., 1976) or seasonal 
variations in the mood (Andrews and Witney, 1976). In general, it has been suggested 
that hormonal or other biological events could influence S.W.B., because they may 
influence mood levels (Diener, 1984).
The above analysis of the influences of the different variables suggests that a simple 
set of variables (e.g. demographics) is unable to explain the total variance of Q.O.L. 
This observation highlights issues for future research, where multi - component 
models of Q.O.L. need to be tested.
It is also important to mention that all the above studies have followed different 
research designs and ended in different results. Many of them suffer from major
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methodological weaknesses such as small or unrepresentative samples and many 
others have failed to explain the direction of the relationship in question by using 
unsophisticated research designs and statistical analysis. For the majority of the 
studies presented, the relationship in question seems to be rather confused. Future 
research in the area should focus on how these factors are related to Q.O.L., the 
direction of the relationship and the weighting of these factors in the relationships 
concerned. Another important issue that needs to be addressed in the future is whether 
or not these factors could function as correlates of Q.O.L. or they are part of it. 
However, this dilemma is dependent on the Q.O.L. definition that is adopted.
1.11 Measuring Q.O.L,
1.11.1 Selection o f  variables
One of the main issues related to the measurement of Q.O.L., refers to the variables 
that should be included in the measurement. Liu (1974) has suggested that Q.O.L. 
variables must have the following characteristics. First, they must be universal, so 
they can be applicable to the majority of the people. Second, when it comes to their 
selection, they must follow a consensus set of criteria. Third they must be flexible in 
order to cater for different life styles, in different periods of time. Finally, they must 
be adaptable to any social, political o r physical conditions.
Gillingham and Reece (1980) have argued that these criteria are unsatisfactory, since 
they are rather vague in terms of their operational content and they do not take into 
account any individual parameters. Moreover, these criteria concern objective 
indicators of Q.O.L. rather than subjective ones. Gehrmann (1974) by attempting fifty 
times to measure Q.O.L. in different levels (national, state, regional) concluded that 
Q-O-L. results are influenced by the selection of the individuals, by the aggregation of
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the indicators to one element, by the weighting or not of the indicators, by the weight 
of the indicator in different groups of people and finally, by the use of different 
measurement techniques. Thus, the researcher and the design that employs always 
influences the results of a Q.O.L. study.
When it comes to subjective indicators, no criteria are available that would function as 
the basis for selecting Q.O.L. variables. Thus, scientific - objective criteria should 
accompany the selection of Q.O.L. variables.
1.11.2 Taxonomy o f  Q.O.L. measures
The first dichotomous category concerning Q.O.L. measures refers to objective versus 
subjective measures (e.g. King et al., 1992; Groenland, 1990). Objective and 
subjective measures of Q.O.L. mainly reflect the theory presented in a previous 
section (social versus psychological indicators). It is worth referring that since low 
correlations have been found between objective and subjective indicators in many 
studies (e.g. Cheng, 1988), it has been proposed that Q.O.L. may be purely subjective. 
Allen (1991), on the other hand, suggested that both objective and subjective 
measures must be combined, in order to obtain an adequate measurement of Q.O.L.
The second category of measures refers to the use of internal or external elements (e.g. 
individual versus social factors). This category reflects the M.D.T. theory described 
earlier. Objective measures include only external criteria, but subjective measures may 
include both internal and / or external references of comparison (Evans, 1994). Using 
internal criteria, individuals are asked to judge their current situation using personal 
standards. External criteria include an external comparison criterion. However, a 
number of authors proposed that Q.O.L. measures should focus on self - ratings based 
on external references rather than internal ones (Matarazzo, 1992; Jenkins, 1992). For 
measures that involve an internal referent, there is debate about the standard of
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comparison; whether or not it is the self or the others (Chubon, 1987). Although 
research on Social Comparison theory seems to be promising, there are no “de facto” 
findings regarding which approach is the best (Evans, 1994).
Another dichotomous category refers to whether or not the measure is based on a 
normative sample. Objective measures, usually involve normative samples and they 
attribute the judgement on the values of the sampled population and not on the 
specific values of a simple observer (Diener, 1984). However, both objective and 
subjective measures could use normative data (norms) (Evans, 1994).
The fourth distinction that could be made among different Q.O.L. measures refers to 
the basis upon the response is made. For the objective measures the basis is 
observatory but for the subjective could be cognitive or affective. Andrews and 
McKennell (1980), tried to estimate the variance explained from “affect”, “cognition” 
or “method”, in eight measures of subjective well being. They found that the 
contribution of affect ranged from 14% - 33%, the contribution of the cognition from 
12 - 35% and of method from 0 - 10% of the total item measure. Their findings 
suggest that both affect and cognition are components of global well - being. 
Campbell et al. (1976) also suggested that neither cognition nor affect are superior in 
terms of their influences on Q.O.L., since both contribute almost equally to the Q.O.L. 
scores. Satisfaction, which is linked with cognition, shows a slow and systematic 
change over time. Affect, which is associated with happiness, is vulnerable to 
everyday situational changes.
Pavot and Diener (1993) proposed a further distinction between cognitive and 
affective measures. In particular, they have suggested that cognitive measures are 
usually linked with life satisfaction and the affective ones with positive or negative 
affectivity.
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The majority of the Q.O.L. measures developed till now, focus on the life satisfaction 
domain followed by the affective domain. These measures, which mainly use internal 
referents, have underestimated that internal referents may be subject to change over 
time. From this point o f view, external referents are more valid (Evans, 1994).
The final dichotomous category concerns the global versus domain specific measures. 
Domain specific measures of Q.O.L. use the sum of evaluations in a number of 
various domains (e.g. family, work etc.) (Abbey and Andrews, 1986; Evans et al., 
1985). Global measures on the other hand, ask individuals to assess their Q.O.L. 
globally and they include items, which refer to life as a whole. It must be noted that 
both approaches have pros and cons. The domain approach neglects the fact that 
different domains might be of different importance to different individuals (Davis and 
Fine - Davis, 1991; McGee et al., 1991), raising again the issue of weighting of 
domains. There have been measures which calculate different weights for each 
domain (e.g. McGee et al., 1991; Evans and Cope, 1989) and measures that calculate a 
weighted sum of domain evaluations (e.g. Chibnall and Tait, 1990). Rice (1984) has 
argued that any research efforts related to the weighting of factors add very little to the 
vanance accounted for Q.O.L. Global measures, on the other hand, ask the individuals 
to incorporate the importance of each different domain into their response (Campbell 
et al., 1976; Pavot and Diener, 1993).
1.11.3 Quality o f  life scales - some examples 
The Quality o f Life Scale (Chibnall and Tait, 1990)
A seven - item visual analogue scale develop>ed to examine the impact of chronic pain 
on patient’s life quality. Standardisation analysis (n = 393) showed that it is a 
consistent and reliable instrument. Its authors also proved its validity by showing that 
it shares variance with measures of psychological distress, pain description and pain
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related disability. The domains examined by the specified scale include social life, 
family life, hobbies and hopes for the future.
The Satisfaction w ith  Life Scale (D iener et al., 1985)
A five - item Likert type scale which attempts to measure global life - satisfaction. 
This very short scale has shown internal consistency and reliability. It has been found 
to be moderately correlated with measures of S.W.B. and personality variables in 
several studies (Diener et al., 1985; Pavot and Diener, 1993). Its items examine life 
conditions, life expectations or general life satisfaction.
The Quality o f  Life Q uestionnaire (Evans et al., 1985)
The Quality of Life Questionnaire is a behaviourally based Likert type scale, which 
consists of 15 sub-scales (12 item each) and aims to assess material and physical well 
- being, relationships, job satisfaction and activities.
Quality o f  L ife  Index (Ferrans and Powers, 1985)
This is a 32 - item Likert type scale based on studies in healthy populations of 
students and patients on haemodialysis programmes. The scale assesses both life 
satisfaction in different domains (physical health, relationships or items related to 
dialysis treatment specific to patients) and their importance to the individuals 
assessed. An overall score is obtained by mathematical extrapolation, combining these 
two different measurement approaches. This scale has been exposed to various test - 
retest correlations and has been found to possess high content and criterion validity 
(Goodinson and Singleton, 1989).
1.11.4 General issues concerning Q.O.L. research
1.11.4.1 The influence o f  current m ood state to  Q.O.L. response
Q.O.L. scales, which attempt to measure its affective variants, usually measure the
current affect of the respondent. Many others include specific time frames. Schwartz
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and Clore (1983), have concluded that current affect influence responses of Q.O.L. 
scales. Nevertheless, Kammann (1983) indicated that current mood or affect does not 
distort any responses, which come from multi - item scores. More recent studies (e.g. 
Schwarz and Strack, 1999) have demonstrated that global measures of life satisfaction 
could be influenced by the mood of the participants or any other situational factors at 
the moment of responding. Schwarz and Strack (1999) have also shown that even the 
order of the items within a Q.O.L. scale would affect the responses of the participants. 
Nevertheless, Eid and Diener (1999) suggested that situational factors are not as 
important in long -  term comparisons. It has also been suggested that social 
desirability could affect the responses on a Q.O.L. scale, if subjects believe that 
Q.O.L. is normatively appropriate (Diener, 2000).
1.11.4.2 The stability o f  Q.O.L. measures over time
The stability of Q.O.L. measures over time has rather recently been raised as a 
research issue by Q.O.L. researchers (Evans, 1994) indicating that there is little known 
about whether Q.O.L. is a state or a trait measure. Cheng (1988) proposed that 
cognitive and affective measures will provide different scores depending on the 
different stressful life events that influence affect and cognition at a given period of 
time / assessment. Goodison and Singleton (1989) suggested that domain Q.O.L. 
measures will provide different scores in different developmental stages. Atkinson 
(1982), by correlating two administrations of a Q.O.L. measure in a 2 year interval, 
found that respondents who reported no changes in the above period had higher 
correlations on both global Q.O.L. and domain satisfaction (0.55 and 0.60 
respectively) than those who reported some change (0.52 and 0.56 respectively). 
These results show that very little change in Q.O.L. measures occurs when stable 
social circumstances are reported. When dramatic changes occur, then changes in the
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reporting Q.O.L. may also occur as a result of the adjustment modifications and 
processes. Atkinson (1982) concluded that Q.O.L. measures are valid and stable and 
become sensitive when changes occur.
Andrews and Crandall (1976) have used a multidimensional design to check the 
validity of 6 questions of S.W.B. In four of the six methods of measurement (different 
styles of Likert scales) the single item variance was composed of 64% valid variance, 
10% of method variance and 26% of measurement error variance. Andrews and 
Crandall (1976) concluded the Q.O.L. measures could have “substantial validity”. 
Finally, Pavot and Diener (1993) have tested various possible influences on S.W.B., 
such as the current mood of the respondent, the cognitive and the social context 
surrounding the response, using several measurement strategies like single item 
measures or multiple item measures. They found a significant degree of Q.O.L. 
stability over time, although effects, such as mood state, were evident.
1.11.4.3 R eliability o f  Q.O.L. measures
Since Q.O.L. is a multidimensional concept, different measures might not inter - 
correlate, and there are such instances where they are totally independent the one from 
the other (Scuessler and Fisher, 1985). Gehrmann (1978) administered different 
measures of Q.O.L. in different cities in Germany and compared their rankings. He 
found that Q.O.L. scores are dependent on the measure used. However, Andrews and 
Witney (1976) have provided evidence for a strong relationship between global and 
domain - specific measures of Q.O.L.
Scuessler and Fisher (1985) concluded that the selection of a Q.O.L. scale would 
influence the Q.O.L. scores in a given population and the variance levels explained by 
the different predictors. In other studies (e.g. Pelizarri and Evans, 1992) it was found 
that there are high inter-correlations between different Q.O.L. measures including
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cognitive and affective measures. Thus, further research is required to determine the 
actual relationship among different Q.O.L. measures.
1.12 Taxonomy of Q.O.L, studies. Research approaches to Q.O.L.
A distinction among Q.O.L. studies could be made by using two criteria. The first 
concerning the nature of the population under study and the other the methodology. 
Empirical studies on Q.O.L. have mainly focused on the relationship between Q.O.L. 
and background variables or demographics, the community standard of living, 
targeted populations and international comparisons. Amos et al. (1982), for instance, 
compared the levels of life satisfaction of people living in 22 less economically 
developed counties in Oklahoma and people living elsewhere in the state. No 
differences were detected between those from economically developed and those from 
less economically developed counties except from the health domain. They concluded 
that people coming from less developed countries are satisfied with less since they 
have minor levels of aspiration.
1.12.1 Population
1.12.1.1 Targeted populations
Targeted populations, is another Q.O.L. research area. These include older 
populations (e.g. Michalos, 1982), patients suffering from various diseases (e.g. Irwin 
et al., 1982 for cancer patients) or minority populations (e.g. Nandi, 1980 for Asiatic 
Americans). Simmons et al., (1977) for example studied the deterioration of the 
Q.O.L. on patients suffering from haemodialysis after kidney transplant. Irwin et al 
(1982) concluded that cancer survivors (patients who survive after radiation therapy) 
tend to be more satisfied with life in general rather than population that never had 
such an experience.
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1.12.1.2 International comparisons
International comparisons in Q.O.L. levels are another area where Q.O.L. research is 
focused, since such studies facilitate comparisons in the standard of living between 
different countries. This area of research is particularly useful for E.U. countries 
because one of the main goals of the European community is the implementation of 
the same standards of living for all the countries - members. Andrews and Inglehart 
(1979) compared the levels of life satisfaction of people living in 9 different European 
countries (8 European and USA) They found that the 8 Europiean countries were more 
similar to one the other in terms of life satisfaction levels (including personal and 
social issues) than with USA.
1.12.2 Methodology
The second main dichotomous category of the Q.O.L. studies concerns the research 
design that relevant studies use. The basic categories are the following:
1.12.2.1 Cross - sectional studies o f  single variables
Q.O.L. is divided into its domains / components (e.g. marital satisfaction or job 
satisfaction) and the relationship between this distinctive category and other correlates 
(e.g. Evans et al., 1993 for marital and job satisfaction) is studied.
1.12.2.2 Cross - sectional studies o f  m ultip le  variables
The second category includes cross - sectional studies involving general Q.O.L. This 
category could be divided into three sub categories.
Firstly, those that investigate the relationships between general Q.O.L. and a set of 
variables (Ackerman, 1991 for factors related to Q.O.L. in dairy farm couples).
- Secondly, those studies which try to test a predetermined model of general Q.O.L. 
(e.g. Evans et al., 1993).
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And finally those studies which compare different models of Q.O.L. in order to 
suggest which one is the best (e.g. Rice et al„ 1992, who compared top - down and 
bottom up theories). All the studies which fall into these categories have 
contributed to the understanding of the interrelationships among different 
variables and Q.O.L. (Evans, 1994).
1.12.2.3 Longitudinal studies o f  single variables
The third basic category concerns longitudinal studies of single Q.O.L. domains. For 
example, Latten (1989) has tried to assess whether or not biological ageing affects 
Q.O.L. in the Netherlands. He found a positive effect of ageing on Q.O.L., with older 
people reporting higher levels of Q.O.L., in general, in comparison to the young ones. 
This group of studies proposed that Q.O.L. remains quite stable over time and any 
personality changes that occur later in life could improve the Q.O.L. levels (Evans, 
1994).
1.12.2.4 Longitudinal studies o f  m ultiple variables
The final distinctive category of Q.O.L in terms of research design concerns 
longitudinal studies involving general Q.O.L. Brief et al. (1993), for example, 
integrated top - down and bottom - up theories of Q.O.L. in a single model. This study 
proved that personality dispositions (negative affectivity) could affect objective life 
circumstances (health), which in turn influence Q.O.L. Evans (1994) proposed that 
these studies have shown that three categories of variables could affect the levels of 
Q.O.L. These include life domains, personality variables and general skills (e.g. 
coping, communication skills).
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1.13 Discussion - conclusions
The previous analysis suggests that Q.O.L. is a broad and vague term. In relation to its 
measurement. It may be also worth emphasising that Q.O.L. includes both cognitive 
(life satisfaction) and affective measures (well - being, happiness, affectivity).
Q.O.L. research in USA, which has been very systematic, has mainly focused on 
objective indicators rather than subjective ones. However, subjective indicators are 
mainly used as correlates of Q.O.L. and this might be part of confusion in the area. 
Although several attempts have been made to study the relationship between Q.O.L. 
and various correlates, such as demographics and personality the results were 
inconsistent in different studies. Differences in the results among different studies 
may be due to methodological weaknesses as well as differences in the research 
designs employed by different studies. As a conclusion, it is worth noting that 
research till now has failed to justify with clarity the relationship between Q.O.L. and 
other factors and also the direction of these relationships.
Q.O.L. research in Europ>e, although limited, has predominantly focused on the 
cognitive aspects of Q.O.L. and especially life satisfaction in various distinctive 
domains (e.g. marital satisfaction). The focus here is not on the global measurement of 
Q.O.L. but on the study of very specific parts of overall Q.O.L. This approach 
possesses both pros and cons. The study of a specific Q.O.L. domain or area (e.g. 
Quality of School Life) is simple and does not require the use of sophisticated 
research designs. On the other hand, it offers analytical information concerning only 
this distinct domain. Unfortunately, this information is not global and several factors 
that may be important remain undetected.
Finally, the present review has also shown that several different research designs have 
been used in the area of Q.O.L. (longitudinal, cross sectional designs etc.). The
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selection of a specific research design should be based on the specific subject and the 
available resources. Studies that having employed different designs hold certain 
strengths and limitations and their results could be generalised only to populations 
with similar characteristics to those of the study concerned.
When it comes to future research there are lots of research questions that need to be 
investigated further. Firstly, it still remains unclear whether or not there is only one 
definition of Q.O.L. Populations with different characteristics may define Q.O.L. 
differently. Furthermore, should objective and subjective indicators of Q.O.L. be 
combined in single measures and what is the actual relationship among them? All 
these research questions are subject to future research.
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Chapter 2. Quality of School Life — Theoretical and Research Implications
2.1 Introduction
Recently, Quality of Life (Q.O.L.) of children as well as Quality of School Life 
(Q.S.L.) have been major concerns because of radical family and societal changes (i.e. 
increase of the one parent families), over the last decades (Keith and Schalock, 1994). 
The increasing interest in both theory and research of Q.S.L. has predominantly 
focused on the assessment of the effectiveness of certain educational programmes 
(e.g. Willitis, 1988) or on special education (e.g. Sailor et al., 1988).
The present review aims to highlight theoretical and research aspects related to Q.S.L. 
Although the focus of interest lies in secondary education, literature from other 
educational levels is used, as Q.S.L. in secondary education is a rather neglected 
research area. Moreover, different educational levels share similar educational goals 
(production of education and knowledge) and may also have, structural and 
managerial similarities.
Okun et al. (1986a) suggested two main reasons for studying Q.S.L. in different 
educational levels. First, students become more and more demanding consumers 
providing negative criticism for the education they receive. Flanagan (1978) for 
example, found that although students perceive their education as important, they 
view their educational needs as not well - met (i.e. they may believe that new skills 
should be introduced in the curriculum). The second reason concerns the increasing 
levels of dropouts in secondary and higher levels of education, predominantly in 
USA, the last years. Research in the area has suggested that improvement of the 
service provided to students could decrease these levels (Noel, 1978). Furthermore, 
Q.S.L. factors (e.g. value of school) have been positively associated with effective 
learning in school (Keys and Fernandes, 1993), school effectiveness (Gray and
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Wilcox, 1995), behavioural problems in school (Baker, 1992) and school alienation 
(Fine, 1986).
In Britain the Ploweden Report (as cited in Barrow, 1980) has emphasised the 
importance of ensuring qualities such as happiness of pupils in education. Ashton 
(1973) has also shown that teachers in Britain regard happiness in education as a 
matter of prime importance.
2.2 Historical context
The late 1970’s and the early 1980’s saw a large amount of research publications in 
the area of Q.S.L. (e.g. Austin, 1982) (Benjamin, 1994). However, researchers in the 
next decade remained rather silent. Even now research publications regarding Q.S.L. 
are rather limited. Many of the studies published have also been criticised for lack of 
use of sp>ecific validated instruments, for focusing on sp>ecific education grades and 
employment of simplified and atheoretical aspects of Q.S.L. The early 1990’s have 
seen vast research trials not exactly in the area of Q.S.L. but in related research topics. 
Such research topics have included important Q.S.L. domains. Specifically talking, 
the 1990’s focused on (Benjamin, 1994):
■ student experience and student well - being (e.g. Roberts and Clifton, 1992 a, 1992 
b).
■ teaching and faculty - student relationships (e.g. Butters et al., 1991).
■ institutional effectiveness and procedures for its assessment (e.g. Levitz, 1992)
■ management of student services (e.g. Keller, 1992).
■ learning environment (e.g. Katz and West, 1992).
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This bulk of studies ended with the conclusion that Q.S.L. is strongly associated with 
performance, satisfaction, classroom conduct, extracurricular activity and parent - 
student interaction (Benjamin, 1994). However, these studies have lacked:
■ a conceptual definition of Q.S.L.
■ links with theory
■ sophisticated measurement (instruments and results analysis)
Thus, research on Q.S.L. has failed to explain what Q.S.L. is, to present a consistent 
model of Q.S.L., and to justify the correlates of Q.S.L. in order to help educational 
authorities to improve the service they provide. It is also important to note that Q.S.L., 
as a term, has been used arbitrarily by many researchers (e.g. focus on learning 
experiences only), leading to further confusion.
2.3 Defining Q.S.L..
Defining general Q.O.L. is a quite difficult task, since it appears to be a rather abstract 
and elusive term (Romney, 1994). One of the most acceptable definitions in the 
literature has described Q.O.L. as a “general sense of well being” (Campbell et al., 
1976). By expanding this definition to educational environments it could be suggested 
that Q.S.L. refers to a “ general sense of school well - being” or to a “general sense of 
student well - being”. However, these definitions give rise to many problems and 
questions, first of all of “what is well - being”. School well - being could include 
mainly those factors arising from managerial and other practical resources related to 
school and have a strong impact to students. On the other hand, if we try to define 
“student well being” we may realise that it includes not only school factors, but also 
family, home and friendship issues. Although it is difficult to isolate those school- 
related factors, a “clear” study of the Q.S.L. would require to do so, taking into
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account the problems with the definition. Hence, the main concern of future research 
attempts should be to determine what really constitutes Q.S.L. All the previous 
analysis concerning the definition of Q.S.L. suggests that it describes a general sense 
o f  student well being determ ined strictly by school related fa c to rs  a nd  educational 
experiences resulted fro m  p u p ils ’ involvem ent in school life a n d  fro m  their 
engagement in the school clim ate.
Although, the above definition is applicable to primary or secondary education, when 
it comes to higher levels of education its utility is rather limited. Other factors, which 
characterise academic life, and factors related to the transition to adulthood (e.g. 
living alone) may also affect educational experiences.
2.4 Theoretical context - empirical models of studying and perceiving Q.S.L.
Literature in the area of general Q.O.L. has provided a number of different models, 
which have tried to explain theoretically, what constitutes Q.O.L. as well as ways of 
studying it. However, this does not necessarily mean that all these different models 
could be applied in the area of Q.S.L. The main reason for this discrepancy is that the 
Q.O.L. models have included the study of several general factors, which might not be 
applicable in the area of Q.S.L.
The main concern of Q.S.L. is the educational environment and life at school. 
Benjamin (1994) has allocated the Q.S.L. theoretical models into two basic distinct 
categories. First is the “exclusionary models” which attempt to gather objective data 
(such as number of students in school) in order to explain Q.S.L. in a rather limited 
and focused way. “Inclusionary models”, on the other hand, emphasised the 
incomplete nature of different theories, and, they suggested the use of both qualitative 
and quantitative methods of data collection. They also argued that social phenomena
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are the products of the interaction between the different systems in which people 
operate (individual, family etc.), hence different sets of variables from these systems 
should be included in a Q.S.L. model. A basic distinction between the two models, in 
practical terms, refers to the number of variables they usually involve. Exclusionary 
models employ only a very limited number of variables in contrast with the 
inclusionary models which employ a rather broad range of variables.
Two basic models have been appeared in the literature falling into the exclusionary 
category. Multiple Discrepancies Theory (M.D.T.) is one of those (Michalos, 1985, 
1991 a, 1991 b, 1993 a, 1993 b). Michalos has proposed that Q.S.L. results from the 
discrepancy between what one has and what one aspires to. Using a sample of 17000 
undergraduate students in 39 countries, he found that various demographics and seven 
“discrepancies” were able to explain 50% of the student satisfaction variance but there 
were differences in the variance explained among differences in the domains (44% - 
71%). Although the model has been presented as simple, it has been criticised for not 
explaining the process that students use to make these cognitive comparisons as well 
as the role of other psychological variables (e.g. p>ersonality) in their contribution in 
the Q.S.L. variance.
Roberts and Clifton (1992 a, 1992 b) have attempted to distinguish between affective 
and cognitive dimensions of Q.S.L. Under the affective dimension they have 
attributed faculty support and under the cognitive dimension, the intellectual 
challenge that students experience. Till now, their research attempts have validated 
only the affective domain. This model has been criticised for “its specificity, 
testability and its attempt to elaborate on what in other models is simply called the 
academic domain” (Benjamin, 1994). However, narrow focus on specific domains as
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well as conceptual confusion between “domains” and “dimensions” are among the 
basic limitations of the model.
Csikszentmihalyi and Csikszentmihalyi (1988) have offered one of the basic 
ecological inclusionary models explaining Q.S.L. In general terms, their “Flow 
Theory” describes feelings of happiness as resulting from people’s engagement in 
diverse activities. According to this model, Q.S.L. is a product of the interaction and 
the integration of multiple domains of experience such as family, friends, and school. 
Conceptual clarity and multileveled structure (Benjamin, 1994) are the basic strengths 
of this model. However overemphasis on behavioural / activity levels and focus on 
self - centred experiences are among the limitations of the model.
Finally, Campbell et al. (1980) have tried to establish a model of Q.S.L. based on 
demographic variables, stressful life events, stage of transition and person - 
environment fit across six life domains. Campbell et al., found a strong effect of 
academic performance and stressful life events but not of the background variables. 
This model has been criticised particularly for the notion of the “person - environment 
fit”, for its specificity (Nadler and Tushman, 1980) as it distinguishes between six 
different types of fit, for its passive nature (Hobbfoll, 1988) because it explains the 
above relationship in terms of what people experience rather than what they do, and 
finally, for failing to describe multiple fitting relationships (Baird, 1988).
2.5 Correlates of Q.S.L.
The relationship between Q.S.L. and other variables is examined below. The selection 
presented has been based on:
■  the available literature.
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■ the importance of these variables for the educational environment following a pupil 
- centred approach of the present review.
Since research on Q.S.L. has been rather limited, literature from similar areas (i.e. 
Q.O.L. or life satisfaction) with focus on student populations, where possible, has also 
been used in the present review. The majority of such research has studied parts or 
domains of Q.S.L. using a different name for their independent variable (e.g. pupil 
well -  being). It may be also important to note that additional previous research 
regarding Q.S.L. and the variables of interest is presented in the results chapters 3 to
10.
2.5.1 Demographics
Research concerning the relationship between Q.S.L. and various demographics is 
quite popular in the area. Different studies though have proposed different and 
inconsistent results of this relationship. This inconsistency may be due to the Q.S.L. 
instruments or the use of problematic samples (i.e. unrepresentative).
Okun (1986) found that perceived quality of college life increases linearly with age. 
However, the effect disappeared when attitudes towards school (values) were 
controlled. Although he did not use student population, Czaja (1975) also found that 
life satisfaction is increased as the age increases. Huebner (1991a) by studying the 
effects of various demographics (grade, age, gender, parent occupational status, parent 
marital status and grades) on Q.S.L., found absolutely no effects of these variables. 
Conversely, personality variables such as self - esteem and locus of control were 
found to account for the variance of the life satisfaction. Hong and Giannakopoulos 
(1994) in their study with university students found no gender effects on life 
satisfaction. They reported age effects on higher levels of Q.S.L. in older students. 
However, in the area of general well — being differences between the two sexes, in
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favour of females have been reported (e.g. Medley, 1980). Finally, Dew and Huebner 
in their study in secondary school pupils (grades 2, 4, 6) found no effects of age, 
grade or gender on student life satisfaction. Moreover, they found ethnicity to have an 
effect on Q.S.L. with African American students as reporting lower life satisfaction 
than white students. It is important to refer though that their results were based on a 
sample with many age and grade inconsistencies. Hence, further research is needed to 
determine clearly the relationship between Q.S.L. and various demographics.
2.5.2 School related variables
2.5.2.1 School stress
Extended research in the area of stress in children proposed that school could be a 
major source of stress for pupils. A number of reasons have been provided for this 
finding. Freeman (1988) who has examined schools as organisational settings 
suggested that “stress can be exp>ected in all school organisations”. Literature in the 
area has also proposed several indicators for the increase of stress. Schools are usually 
stressful environments because they provide students with performance demands 
(Cole and Sapp, 1989). On the other hand, since children spend a major portion of 
their life in school, it is expected that school related stress will constitute a large 
portion of the total stress experienced in their lives (Philips, 1979). Increasing rates of 
suicide (Cohen - Sandler et al., 1982), depression (Friedich et al., 1982) and substance 
abuse (Bums and Gerst, 1984) are some of the consequences of the overall stress that 
children experience. It is assumed that school stress contributes to the overall stress 
that children experience. However, much of the research in the area has focused 
general stress rather than school stress.
One of the best ways to study the relationship between Q.O.L. or Q.S.L. and stress 
refers to the study of the consequences of stress to pupils’ life in general and to school
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life. De Anda et al. (1997) in their review about the consequences of stress, proposed 
that stressful life events affect positively psychological disturbance (Johnson, 1979 
for school phobia), emotional maladjustment, health and school problems 
(behavioural adjustment and academic problems. High levels of stress have also been 
associated with peer disliking, low school achievement and aptitude (Forman and 
O’Malley, 1984).
Although there is no extended literature in the relationship between Q.S.L. and stress, 
school stress has been found to have such negative effects in student lives and thus, 
could result in the deterioration of Q.S.L. However, the relationship between school 
stress rather than general stress and Q.S.L. has been neglected from previous research.
2.5.2.2 Academ ic perform ance
Previous research on academic performance has predominantly focused on its 
relationship with demographics and personality variables. However, the relationship 
between various school factors and school performance has been rather neglected 
from previous research.
What is known from previous research is that school and classroom contextual 
variables (i.e. teacher qualities) are associated with school success or failure 
(Whitmore, 1980; Al - Methen and Wilkinson, 1995).
2.5.2.3 School m isbehaviour /  discipline
When it comes to the relationship between school misbehaviour and Q.S.L. no direct 
related previous research has been found, although that there has been some evidence 
that Q.S.L. related factors may be associated with school misbehaviour. Corgan 
(1979), for example, found that feelings of boredom with the curriculum are 
associated with misbehaviour. Previous research on school discipline has rather 
focused on teachers’ efficacy in classroom management (e.g. Emmener and Hickman,
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1991), pupils’ and teachers’ attitudes to discipline (e.g. Gullingford, 1988; Caffyn,
1989) , effectiveness of disciplinary methods (e.g. Miller et al., 1998; Houghton et al,
1990) , effects of punishment on pupils (e.g. Turner and Finkelhor, 1996 and corporal 
punishment).
2.5.3 Personality variables
2.5.3.1 S e lf - esteem
Although there is a considerable amount of research concerning the relationship 
between Q.O.L. and self - esteem in adults, it is rather limited in children or 
adolescents. A plethora of studies have, however, focused on the study of self - 
concept in children. Current research has suggested that there are moderate and 
positive correlations between Q.S.L. and self - esteem (Huebner, 1984; Dew and 
Huebner, 1994). Such studies have suggested that self - esteem is part of the Q.S.L., 
especially for the very young children, because their cognitive capabilities and 
structures may not permit or facilitate differentiation between global Q.S.L. and 
constructs such as self - esteem (Harter, 1989). Self - esteem has also been found to 
affect directly several domains of the global Q.S.L. such as program satisfaction 
(Bhaghat and Chassie, 1978) or even school performance (Kelfikangas - Jarvinen, 
1992). Moreover self - esteem could be a significant predictor of Q.S.L. because it has 
been found to affect positively global Q.O.L. and global Q.O.L. includes factors 
relevant to occupational settings such as school (Bhaghat and Chassie, 1978; 
Bamundo and Kopeman, 1980).
2.5.3.2 Locus o f  control
Locus of control is one of the variables that has been extensively studied in relation to 
general Q.O.L. Although, the direction of the relationship between these two variables 
remains unknown, it has been suggested (Diener, 1984) that external locus of control
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is associated with higher levels of Q.O.L. When it comes to younger populations 
(grades 5 - 7), Huebner (1991) suggested that internal locus of control is associated 
with higher levels of general satisfaction. Perceptual and need differences in 
differently aged populations could explain the discrepancy of the findings. Cole and 
Sapp (1988) in their study between locus of control and stress in a sample of 
secondary school children (n = 60) found a positive relationship between high internal 
locus of control and low levels of stress. These results indicate that the locus of 
control might function as a moderator of Q.S.L. levels mediating the relations 
between Q.S.L. and stress. Future research is needed to determine the relationship 
between Q.S.L. and locus of control, and how it applies to younger populations.
2.5.3.4 Affectivity
The relationship between Q.O.L. or Q.S.L. and affectivity has been rather neglected 
from related studies in the area. The reasons for this neglect are that affectivity 
became a research interest quite recently, and, more importantly that affectivity has 
been confronted by many theorists as part of Q.O.L. (e.g. Watson and Clark, 1984) 
rather than as a correlate.
Since no studies are available studying directly this relationship, the best way to 
present some early predictions concerning the relationship is through the effects of 
negative affectivity on other measures related to Q.S.L. Watson (1988) for example (n 
= 80 introductory psychology students) found that negative affectivity is significantly 
correlated positively with stress. Since stress is a negative correlate of Q.S.L. it could 
be assumed that affectivity could mediate the relationship between stress and Q.S.L. 
as well as being significantly and negatively correlated with Q.S.L. The fact that 
affectivity has not been studied adequately in younger children indicates the need for
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future research attempts in the area. High correlations between Q.S.L. and affectivity 
might confirm the hypothesis that affectivity is associated with Q.S.L.
2.5.4 Behavioural variables
2.5.4.1 Bullying
In recent years, bullying has become an increasingly area of research interest in the 
UK. In a recent survey in Sheffield area (Whitney and Smith, 1991 as cited in Sharp 
and Smith, 1991) it was found that 10% of the secondary school pupils have been 
bullied more than once or twice during the term up to the survey date. The Elton 
report (1989) commissioned by the British Government to investigate discipline 
problems in schools expressed major concerns about the suffering or the “damaging 
effects” of bullying on pupils and school life as a consequence. This way of 
approaching bullying, in terms of the consequences for pupils, might be one of the 
best ways to refer to the relationship between Q.S.L. and bullying.
Sharp (1995) in her study of secondary schools (723 students in total) concluded that 
44% of the students who had experienced bullying reported symptoms of irritability, 
35% symptoms of nervousness in school, 32% rep>oited recurring traumatic memories, 
29% impaired concentration and 22% symptoms of physical illness. This 
symptomatology resulting from exposure to bullying experiences could have 
deteriorating effects to school life. In addition, there has been some research indicated 
that Q.S.L. related variables might be associated with bullying. Davison (1985), for 
example, suggested that school ethos may be responsible for aggressive behaviour in 
school. Further research is needed to establish the relationship between Q.S.L. and 
bullying.
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2.5.4.2 Substance use
Like bullying, substance use / misuse becomes an increasing problem for young 
people all over the world (Silbereisen et al., 1995). The transition from adolescence to 
young adulthood (freedom from parental authority, supporting oneself, developing 
intimate relationships, living on ones’ own) or even problems that children experience 
in adolescence (e.g. school related stress, future career) could be some of the causes 
of substance use / misuse at this age. (Newcomb et al., 1986). Johnston et al. (1984) 
found that 93% of high school seniors had alcohol in the last 30 days up to the date 
the study was conducted. Although, there is no extensive literature for the relationship 
between Q.O.L. or Q.S.L. and substance use, some studies have illustrated alcohol’s 
deteriorating effects on general well being. Thus, future research is needed to 
determine the direction of this relationship between these two factors.
Srivastava and Srivastava (1986) though pointed out that tranquilliser users (aged 
between 20 - 35) tend to experience lower levels of life satisfaction than drug users. 
Stewart et al. (1995) have also reported that smoking cessation could improve health 
related Q.O.L. as measured with a broad range of indicators of physical and mental 
health. Since general Q.O.L. could be affected by substance use, it can be assumed 
that Q.S.L. is also affected. In addition, Newcomb et al. (1986) found that alcohol 
consumption is associated with dissatisfaction in relation to school, work, and peer 
relationships. Similar results were reported by Murray et al. (1983) in relation to 
smoking.
2.6 Q.S.L. methodological concerns
The first concern in the measurement of Q.S.L. has to do with the theoretical 
background under which relevant studies have been based. Many studies in the area
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could be criticised for their adultocentric theoretical basis, where adults beliefs and 
needs are imposed on pupils. However, studies, which have tried to establish new 
questionnaires using pilot studies have ended in different domains and variables from 
what really constitutes Q.S.L. To be more specific, different scales examine different 
sets of variables claiming that these are the ones that truly measure Q.S.L.
Another methodological issue is time, that is if pupils should be asked for their 
present or their past experiences. Although there is evidence to support that present 
accounts are much more valid than past ones (Csiksentmihalyi and Larson, 1984), a 
number of practical issues are raised from this approach. Subjects, for example, must 
be interviewed or keep diary sheets every single day or within small time intervals. 
On the other hand, although the actual memories could be distorted after a period of 
time, important events are always well - remembered. Moreover, accounts, which 
provide a general estimate of a long period of time are more valid since they could 
provide information not only about a specific event or attitude but also about the 
effects of this event to the person concerned. Repetitive measures could also manage, 
to some extend the issue of timing, since they could test their reliability over time.
The last issue concerns the data collection method. Studies in the area have used 
different methodologies for data collection, ranging from structured questionnaires to 
various interviewing techniques. Roberts and Clifton (1991) suggest that data coming 
from structured scales hold numerous advantages. Among others are listed the low 
cost and the reliability since they are not based on observer ratings. However, survey 
methods could present a number of disadvantages such as their vulnerability to the 
social desirability response bias (Diener, 1984).
Student interviews pose a number of advantages and disadvantages as well. They 
involve rich descriptive accounts of data, which could precisely reflect student
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perspectives. However, Webb et al. (1981) argued that qualitative accounts are 
expensive and require a lot of effort. Moreover, they are dependent on interviewers’ 
qualities.
It might be worth concluding that there is no best way of data collection. The choice 
should mostly rely on the available resources, the nature, and the objectives of the 
specific study.
2.7 Q.S.L. research examples
Q.S.L. has been studied under various approaches and methods across different 
research projects and over time. This means that there are studies, which have 
approached the area through an educational orientation, societal, or student inquires. 
Educational inquiries focus on the school as an institution, societal inquiries deal with 
the role of society on approaching school parameters whereas student inquiries search 
for the student views about their school. Benjamin (1994) reviewing different studies 
in the area proposed a worthwhile model, which could include all the different Q.S.L. 
studies. According to this model studies are classified in terms of their approach to 
inquiry and domain of inquiry. The “approach to inquiry” concerns whether or not the 
specific approach examines direct (outsider) or indirect (insider) behaviours using 
observations or self - reports respectively. The domain of inquiry, on the other hand, 
concerns the target population or even populations where the study will take place. It 
could take a societal, institutional or a student form. This complete model describes 
all the different study forms under which Q.S.L. has taken place. However, the 
adoption of a pupil - centred approach (i.e. student inquiry) could facilitate the 
avoidance of adultocentric attitudes and beliefs about Q.S.L. Apart from the student
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inquiry, all the other possible combinations arising from the above model 
predominantly concern epidemiological and social parameters.
The following table aims to present some of related research studies in the area.
Subjects Objective Instninients Results Advantages Disadvantages
Huebner and 
Dew. 1993
222 Secondary 
School Children
Factor 
Analyse the 
PLSS 
(Perceived 
Life
Satisfaction
Scale)
Perceived Life 
Satisfacticx) 
Scale
4 Factors (peer 
activities, 
physical 
development, 
relationships 
with parents, 
personal 
independence, 
environment) 
emerged as 
able to explain 
57% of the 
PLSS
___variance.
Sample of 
young school 
population
Non- homogeneous 
sample. Only the 
higher grades were 
included.
Hong and 
Giannakopoulos, 
1994
1749 adult 
Australians 
(students and ncxi)
To detect 
differences in
Ufe
satisfaction in 
terms of age. 
sex and 
university 
status
Satisfaction 
with Life Scale
Sex and 
university 
status found 
not affecting 
satisfaction 
with life. 
However, 
higher life 
satisfaction 
was found in 
older adults.
Comparing 
student and non 
-  student 
samples
Non- homogeneous 
sample in terms of 
age, although this was 
a main variable of the 
study.
Dew and 
Huebner, 1994
222 pupils from 
grades 8, 10, 12
To examine Student Life Ufe Focus on
the validity Satisfaedem satisfaction secondary
and reliability Scale was not found education
of Students associated
Life with age.
Satisfaction grade or
Scale and gender. It was
study the found to be
effects o f associated
various with socio-
demographics eccmomic
and status. Family
personality related self -
variables on concept was a
Ufe strong
satisUiction. predictor of
Ufe
satisfaction.
Inconsistent sample in 
terms of age / grade 
and cultural 
background.
Huebner. 1991b 79 students from 
grades 7 - 9
To study the 
relaticmship 
between life 
satisfaction 
and
demographic
and
personality
variables
Student Life 
Satisfaction 
Scale
No
demographic 
effects on life 
satisfaction 
were 
detected. 
However, 
higher life 
satisfaction 
found to be 
associated 
with high self 
> esteem, 
extraversion 
and interoal 
locus of 
control low 
anxiety and 
neufociciim.
Study of the 
effects of various 
personality tests 
on life 
satisfaction
Small and inconsistent 
sample in terms of 
gender.
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table continued.
Subjects Objective Instruments Results Advantages Disadvantages
Epstein and Me 
Partland, 1976
4266 students 
(elementary, 
middle and high 
school
To test the 
reliability and 
the validity of 
the Quality of 
School Life 
Scale.
Quality of 
School Life 
Scale
Q.S.L. is 
defined by 
satisfaction 
with school in 
general, 
commitment 
to school 
work, 
attitudes 
towards 
teachers.
Standardisation 
of a new scale 
across different 
educational 
levels. Large 
sample.
Okun et al.. 1986 113 psychology 
university 
students
To study the 
effects of age 
and college 
values on 
QO.L.
New
unstandardised
scale
Q.O.L. 
increases 
linearly with 
age. However 
no significant 
effects of age 
were detected. 
Older students 
tended to 
value more the 
quality of 
education 
more and less 
the social life 
than younger 
ones. No 
relationship 
was found 
between 
college values
Study of the 
effects of 
college values 
on Q.O.L.
Unstandardised scale. 
Small sample. Wide 
age range and ethnic 
variability in the 
sample.
Benjamin and 266 University To New Satisfaction Split up the Small sample used for
Hollings, 1995 Students standardise a unstandardised found to be Q.S.L. of the initial construedon
global scale greater in university of the scale. A-
measure of social areas students in theoretical basis for
Q.S.L. (Ufe rather campus and items selection.
and Campus academic academic
Satisfaction) ones. related factors
Satisfaction which is
with university important for
life includes this age group.
personal, 
interpersonal 
and academic
components.
The majority of the above studies have predominantly focused on the study of general 
Q.O.L. in younger children or on the study of education related Q.O.L. on older 
populations (e.g. university students). No study has been found assessing global 
Q.S.L. in secondary education. In studies where school satisfaction was a major 
concern (e.g. Epstein and Me Partland, 1976) the area of Q.S.L. has not been assessed 
globally, but in relation to a few dimensions only (see below), neglecting some others 
(e.g. school physical environment). Therefore, previous research has illustrated the
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need to construct a new Q.S.L. scale, incorporating as many of relevant dimensions as 
possible and to establish its reliability and validity. Furthermore, to study Q.S.L. 
correlates by use of this scale and its association with various school phenomena (e.g. 
bullying).
2.8 Research instruments of Q.S.L.
Research in the area of Q.S.L. is rather limited in comparison with the research on 
general Q.O.L. However, there have been some research attempts to structure and 
standardise Q.S.L. scales. The majority of these studies have focused on higher 
education (university or college) while primary and secondary education has been 
rather neglected. There are several reasons for this neglect. One of these is the 
availability of financial resources for research. It is also assumed that older students 
have much more needs than younger ones, since they are in a transcending stage of 
their lives. They are expected to demonstrate abilities and behaviour of both students 
and professional adults.
Previous scales in the area of Q.S.L. tend to include general rather than school related 
items. Huebner’s (1991) scale for example represents an attempt to measure general 
life — satisfaction. It is presented in this report because of its popularity, its extended 
use in past literature and its good psychometric properties.
Three instruments are presented briefly as follows:
Roberts and Clifton (1992 a, 1992 b)
Roberts and Clifton have attempted to structure and standardise two instruments 
assessing the cognitive and affective domains of Q.S.L. in university students. The 
affective Q.O.L. scale consisted of 34 items (4 sub-scales). The 4 dimensions 
measured by the scale are positive and negative affect, interaction with students and
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professors. The alpha reliability coefficients of these sub-scales range from 0.75 to 
0.93. The Cognitive Q.S.L. consists of 12 items of 3 sub-scales each, assessing 
methodology of teaching, cognitive development of pupils and subject expertise (4 
items in each sub-scale). Alpha coefficients for the sub-scales ranged from 0.72 to 
0.75.
Life satisfaction S ca le  (Huebner, 1991)
Huebner s Life Satisfaction Scale is one of the few scales in the area, which have 
been standardised in secondary school pupils. It consists of 9 items assessing general 
rather than school factors. Later attempts of the same author have led to the 
development of larger scales. The present scale has demonstrated high validity when 
correlated with other personality, clinical and satisfaction scales (r = 0.53 - 0.62) as 
well as high reliability (alpha = 0.82).
Quality o f  School L ife  (Epstein a n d  M cPartlend, 1976)
The Quality of School Life scale was one of the first scales designed to assess Q.O.L. 
in elementary and secondary schools. It consists of 28 items defined by three 
dimensions: satisfaction with school in general, commitment with schoolwork and 
attitudes towards teachers. The scale has been exposed to various tests of validity and 
reliability and has been proven to be a valuable instrument.
It is important to refer that all the above instruments have failed to measure Q.S.L. 
globally starting from the needs and the experiences that pupils might have at school. 
Quality of School Life scale is one of the very few published instruments in the area 
which is quite pupil — centred, but it is quite old. Since its construction major 
educational changes have been emerged.
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2.9 Conclusions
Although many attempts have been made to measure and study pupil’s experiences at 
school, little is known on how pupils view their own school life. The area is 
particularly neglected in primary and secondary education. Moreover, past studies are 
becoming less valid in our days, since the educational system is continually changing 
and readjusting to the needs of the pupils. The present educational system is well 
organised and provides certain indicators and methods for its quality assessment. Me 
Glynn (1996) in the document “How good is our school” has organised certain 
performance indicators that a certain secondary school should meet in order to ensure 
Q.S.L. of pupils. Future research in the area should take into consideration all these 
parameters.
Q.S.L. research appears unsatisfactory in general. It has failed to determine what 
really constitutes Q.S.L. or which are its main correlates. Atheoretical research 
designs, small samples and use of instmments not based on specific theoretical 
models are some of the reasons for this confusion. Future research in the area should 
start with the validation of a precise definition of the Q.S.L. as well as the structure of 
a worthwhile (consensus, valid and reliable) measurement based on this definition.
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Chapter 3: Methodology of Results Chapters (5. 7. 8. 9. 10): Samnles. Procedure.
Measures. Data Analysis
3.1 Introduction
The results chapters in the present thesis aimed to investigate the construction, 
correlates and effects of Quality of School Life (Q.S.L.). In particular, it was aimed to 
construct a new Q.S.L. scale, specifically for secondary schools, to study the 
correlates of Q.S.L. and its association with p>erformance, school misbehaviour, 
bullying and substance use in comparison with demographics (school, year, gender, 
parental educational and socio-economic status), school stress, well -  being, and 
personality factors (self -  esteem, affectivity, locus of control). However, different 
result chapters may also incorporate other aims and may investigate additional 
research questions, specific to the independent variable of interest (e.g. performance 
or bullying) and they are outlined in each result chapter separately. Previous research 
regarding the association between Q.S.L. and all the above issues has been rather rare 
as it was concluded in literature reviews (chapters 1 and 2) and as illustrated in the 
introductions of the result chapters for separate themes (e.g. substance use).
Since the methodology is common in the majority of the chapters in the present thesis, 
the present chapter is devoted to the discussion of the samples, procedure, measures 
and data analysis used in the results chapters 5, 7, 8, 9 and 10. However, some 
methodological issues (e.g. selection of variables) that concern all the chapters are 
also addressed in the present chapter.
3.2 Selection of variables
The choice of variables for all results chapters has been based on whether there has 
been previous literature to support a significant association between dependent and
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independent variables, or if no study between dependent and independent variables 
was available, but there were some indications from related research that there might 
be an association between dependent and independent variables, or alternatively, if it 
has been suggested by previous research that the association between dependent and 
independent variables should have been investigated further. In addition, the variables 
chosen to be studied in chapters 5 - 1 0  were applicable to all pupils and not only to 
subgroups and also they were variables that were potentially subject to change, in 
order to influence positively behavioural outcomes, when manipulated accordingly. 
However, it is important to mention that for chapters 7, 8, 9 and 10 the same 
demographic (school, year, gender, parental educational and socio-economic status), 
school stress, well -  being and personality factors (self -  esteem, affectivity and locus 
of control) were studied in conjunction with Q.S.L. and in relation to school self -  
rated performance, school misbehaviour — punishment, bullying / victimisation and 
substance use, in order to investigate the strength of Q.S.L. as a correlate and 
predictor both within the particular area of study (e.g. bullying) and between different 
areas of study (e.g. bullying and misbehaviour). This choice was made to allow us to 
detect any changes in the degree of significance of a factor across different areas.
For chapter 5 the same variables were used, as in chapters 7 -  10. The variables 
selected to be studied in relation to Q.S.L. in chapter 5 had been found previously to 
be significantly associated with Q.S.L. Such a design enabled comparisons among the 
same variables regarding their associations with Q.S.L. and other areas of interest. 
Consequently, any differences or similarities regarding the factors that are associated 
with Q.S.L. and other school factors / areas (e.g. bullying) would become evident. In 
chapter 6, that describes a cross -  cultural study between Scotland and Greece in 
relation to Q.S.L., any factors that were not found to be associated with Q.S.L. in
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chapter 5 (i.e. locus of control, parental educational and socio-economic status) were 
excluded from the research design of the study in chapter 6. This enabled a reduction 
of variables to be studied in relation to Q.S.L., cross -  culturally, in chapter 6. Thus, 
in chapter 6 demographics (year and gender), well -  being, school stress and 
personality (self -  esteem, affectivity) were studied in relation to Q.S.L.
3.3 Method
A set of self -  report scales (see below) was administered to pupils. Prior to 
administration, written consent from the pupil’s parents had been requested by the 
Head teachers. During allocated class time individual teachers distributed the scales to 
pupils, accompanied by an information letter (Appendix I). The information letter 
contained information about the general scope of the study and participation in the 
project was entirely voluntary and anonymous. Completion time of the set of scales 
was approximately 30 to 35 minutes.
All studies presented in the results chapters have employed cross — sectional designs. 
Cross - sectional designs appear to be simpler in comparison to longitudinal research 
designs, and are common in correlational studies. In cross - sectional designs, data are 
collected at one point in time. Cross - sectional designs are used to investigate the 
relationship between independent variables and dependent variables of interest. 
Although the simplicity of employing cross - sectional designs has increased its use in 
psychological research, it also involves some drawbacks. Among those the prevention 
of any detection of causality among dependent and independent variables is classified. 
Although longitudinal designs allow the study of causal relationships between 
dependent and independent variables, as data are collected in various points of time, 
they also include many drawbacks. Firstly, they are financially and time consuming
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and may be rather difficult to follow and conduct subjects over a prolonged period of 
time. Considering the time required to collect data from schools, which is usually 
class time, the mobility of pupils through schools and grades, the choice to employ 
cross -  sectional design in the present studies becomes evident.
3.4 Sample
Sample for chapters 5, 6, 7, 8, 9 and 10 consisted of 425 pupils form two secondary 
schools in Stirling area in Scotland. Approximately one third of the student population 
was sampled from each school. This comprised of 197 pupils (46.4% of the total 
sample used) from school A and 228 pupils from school B (53.6% of the total sample 
used) (Total n = 425). The scales were administered in two classes each selected 
randomly from grades 1 to 6 in both schools. Mean age was 14.2 (Sd = 1.3). The first 
year constituted 13.4 % (n = 57) of the sample, the second 16.0% (n = 68), the third 
17.4% (n = 74), the fourth 24.9% (n = 106), the fifth 21.9% (n = 93) and the sixth 5.9 
% (n = 25). However, 0.5 % (n = 2) did not report their grade. The majority (70.4%) 
reported that they were living with both parents and brothers / sisters. The rest 
reported that were living in single - parent families or with both their parents but did 
not have brothers / sisters or other family patterns. When it comes to the educational 
status of the father, 36% of the participants reported that their father had finished 
higher education (University or College) and 40.5 % that he had not. A proportion of 
21.4% reported that they did not know whether their father attained higher education. 
Mother’s educational level was found high (had attained higher education) for 39.5% 
of the participants and lower (had not attained higher education) for 38.1%. A 
proportion of 20.9% did not know whether their mother had attained higher education 
or not. Measurement of parental socio-economic status was obtained using the
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classification system from the Registrar General’s Classification of Occupations that 
comprised of five basic socio-economic categories (Professional, Intermediate 
occupations. Skilled occupations - manual or non / manual. Partly skilled occupations. 
Unskilled occupations) and economically inactive categories (i.e. retired). Socio­
economic status was measured separately for fathers and mothers. Father’s socio­
economic class tended to be among the 2“** (26.4%) (intermediate) and the 3^** (31.8%) 
(skilled non-manual). Similarly to father’s socio-economic status, mother’s socio­
economic status was found to range between the 2“** (26.4%) and the 3"‘‘ (24.9%) for 
the majority of the pupils, although a substantial number of mothers appeared 
economically inactive (18.4%) (key to socio-economic classes: 1**= professional, 2“* 
= intermediate, 3'^ '* = skilled, 4**’ = partly skilled, 5'*’ = unskilled and 6* = economically 
inactive). The majority of both mothers (48%) and fathers (79.8%) of the participants 
had a full time job at the time the study took place. Place of residence of the school 
children was reported as 42.4% living in a town and 49.9% in a village.
The Greek and Scottish samples used in chapter 6 are discussed in the same chapter.
3.5 Measures
A set of self -  reported scales, a mixture of standardised and unstandardised, was 
distributed to the pupils and is described below. Standardised scales include a number 
of advantages. Loewenthal (1996) has suggested that standardised scales could 
provide quickly and cheaply accurate reliable and valid data. However, when such 
scales are not available, or they present with limitations (e.g. discrepancy between 
breadth and scope of existing instrument and own study aims) development of related 
instruments is advisable. This was the case for Q.S.L. scale. Linguistic and scaling 
alterations in standardised scales may also be advisable since meaningfulness of the
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task should never be compromised (Lowenthal, 1996). Such alterations took place in 
some of the scales used and are described for each scale separately.
Overall, it might be worth noting that assessment by use of scales has been criticised 
for the fact that outcomes may be influenced by examiner (e.g. warm vs. cold, 
rigidity) and situational variables (e.g. fatigue). Test anxiety may also influence the 
data obtained (Anastasi, 1998). However, well -  organised administrations and 
specific guidelines for the examiners may eliminate such effects. In addition, research 
regarding the nature and the extent of such effects remains inconclusive (Anastasi, 
1998).
The scales used in the results chapters are described as follows.
3.5.1 Demographics
A measure of basic demographics (age, gender, school grade, parental socio­
economic and educational status,) was used (Apjjendix II).
3.5.2 Measures o f  School Factors
3.5.2.1 Quality o f  School Life Scale
The Quality of School Life Scale, described in detail in chapter 4, has been designed 
to assess several aspects of school life that could be a source of satisfaction or 
dissatisfaction (cognitive perspective) for pupils. Its construction, reliability and 
validity are described in chapter 4. It consists of 14 domains each containing four 
statements (example: I am satisfied with the timetable at school). Each statement is 
scored from one to four depending on the amount of disagreement or agreement 
(dissatisfaction / satisfaction). The construction of the scale has been based on the 
Scottish Office guidelines (McGlynn, 1996) for the evaluation of the schools, using 
school performance indicators, and on previously used questionnaires for its style and
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format (Banjamin and Rollings, 1995; Keith and Schalock, 1994; Huebner, 1991b; 
Epstein and McPartland, 1976) (Appendix III).
3.5.2.2 Student Stress Inventory (SSI - C hildren’s Version) (Alban Metcalfe et al., 
1982)
SSI is a standardised scale designed to assess student stress in school aged children 
from a number of sources. It consists of 40 items but the item “parents made 
redundant” has been excluded due to its confusing meaning and its little relevance to 
the school context. Subjects respond in a four - point scale, ranging from “no stress at 
all” to “extreme stress”. For the purposes of the study, items 9, 24 and 25 were 
linguistically altered to enhance clarity (Appendix IV).
Reliability
Alpha coefficient (for the whole scale): .90 (Alban Metcalfe et al., 1982).
Validity
High correlations (r = .44, p<.001 for boys and r = .49 p<.001 for girls) between SSI 
total and W-ANX (Subscale of WDDIS - a 120 item inventory which yields fourteen 
scales concerned with “dispositional characteristics”) (Alban Metcalfe et al., 1982).
3.5.3 Measure o f  well - being
3.5.3.1 P.G.I. G eneral Well - Being Scale (Verma et al, 1983)
P.G.I. General Well - Being Scale was designed to assess general well - being 
(physical, mental, social) in various aged groups. It was based on the scales used by 
Fazio (1977) and Dupuy (1970). Verma et al. wanted to develop a short scale 
assessing well - being, since pre -  existing well -  being scales appeared rather long. 
For the purposes of the present study, phrasing of the questions was slightly modified 
/ amended, in order to make them more suitable for younger children. However, the 
meaning of all items were kept the same tis in the original scale. The above alterations
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were made to cater for cultural differences and also as an attempt to enhance clarity. 
A new 4 - point answering scale (ranging from not al to frequently or all the time) has 
been introduced for making the scale similar to other well -  being measures 
(Appendix V).
Reliability (of the original scale)
Reliability coefficient: .98 (Verma et al, 1983).
Item Consistency: Item - total correlations ranged from .16 to .84, which have been 
accepted, as satisfactory by the authors (Verma et al, 1983).
Validity (of the original scale)
No significant correlations have been found between the P.G.I. General Well - Being 
Scale and the P.G.I . Health Questionnaire N - 2, P.G.I. Achievement Value Index and 
Eysenck Personality Inventory. This suggests that subjective feelings of well -  being, 
as measured by this instrument, are not related to health or personality variables 
(Verma et al, 1983).
Reliability of the version used:
Cronbach’s alpha: .869 (20 items)
3.5.4 Measures o f behavioural outcomes
3.5.4.1 Performance scale
Performance of the pupils was assessed by asking pupils to respond to a 4 point scale 
(does not apply to me, lower level, middle level, upper level) about the grades 
received the year prior to the commencement of the study, in English, maths, science, 
geography / history, modem studies and arts / music / drama (Appendix VI).
3.5.4.2 School Punishment Scale
School Punishment was assessed by administering a short scale (two questions) to 
pupils asking them whether they had experienced punishment during the current
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school year and if “yes”, what kind of punishment. It was assumed that the experience 
of punishment would be associated with a form of misbehaviour (Appendix VII).
3.5.4.3 B ullying Q uestionnaire
A set of six questions about the incidence, types and sources of bullying and 
victimisation, related to a specific time frame (i.e. since the current school year 
began). Format and style of items was based on previous relevant literature (e.g. 
Sharp, 1995) (Appendix VIII).
3.5.4.4 Substance Use Scale
A set of 8 questions assessing whether pupils had tried cigarettes, alcohol and drugs, 
frequency of consumption and rates of consumption of these substances (Appendix 
IX).
3.5.5 Measures o f Personality Factors
3.5.5.1 H are S e lf - E steem  Scale (H SES) (Hare, 1985)
HSES is a standardised 30 - item scale measuring self - esteem of school age children. 
Total score of the 30 items is treated as a general self - esteem score. The sum of each 
10 - item sub-scale provides sub - scores for peer, home and school self - esteem. 
These are considered as the main areas of interaction in which children develop self - 
worth. Item number 10 (from the school sub-scale) was linguistically altered for 
cultural reasons and to enhance ease of understanding. Subjects respond in a four -  
point Likert type, agree -  disagree scale (Appendix X).
Reliability
Test - retest correlations (3 - month interval): r = .56 - .65 for the sub-scales, r = .75 
for the whole scale (Hare, 1985).
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Validity
The general scale was found highly correlated r = .83 with both Coopersmith Self - 
Esteem Inventory and the Rosenberg Self - Esteem Scale (Hare, 1985).
3.4.5.2 Positive and Negative Ajfect Schedule (PANAS) (Watson et al., 1988a)
The Positive and Negative Affect Schedule was developed as a brief measure for the 
assessment of positive and negative affect dimensions. It consists of twenty 
adjectives, ten assessing positive and ten assessing negative affect, describing 
different feelings and emotions. The scale can be used to assess state or trait 
dimensions, on the condition that time instructions are modified accordingly. In the 
present project, the scale was used as a trait measure. Subjects responded in a five -  
point scale, ranging from “very slightly” to “not at all”. Each point indicated the 
extent to which each adjective describes respondents’ feelings (Appendix XI). 
Reliability
Internal consistency for different time frames (ranging from this moment to generally) 
for both sub-scales exceeded 0.84. Test -  retest reliability was 0.68 for the positive 
affectivity sub-scale and 0.71 for the negative affectivity, when treated as trait 
measures (Watson et al., 1988 a).
Validity
As shown in Watson et al. (1988), the two sub-scales are independent to each other (r 
= -.09). Negative affectivity was also found to be positively and significantly related 
with self -  reported stress and health complaints whereas positive affectivity was 
found to be positively and significantly associated with social activity and physical 
exercise (Watson et al., 1988 a).
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5.5.5. J  N ow icki’s -  Strickland’s Locus o f  Control Sca le fo r  Children (N ow icki and  
Strickland, 1973).
Nowicki’s - Strickland’s Locus of control Scale has been designed to assess internal 
and external locus of control of school aged children. The scale under use consists of 
10 items selected from the abbreviated 21 - item scale that is suitable for secondary 
school children. Some items have been modified linguistically (1,19) for cultural 
reasons. Pupils respond “Yes” or “No” in each of the items. Each item can account as 
internal or external locus of control depiending on the answer (Append!xXII). 
Reliability (of the whole scale)
Internal consistency for secondary school children; .74 - .81.
Test retest reliability (six weeks apart): .66 for secondary first grade and .71 for 
secondary sixth grade (Nowicki and Strickland, 1973).
Validity (of the whole scale)
The original Nowicki - Srtickland Locus of Control Scale has been found to be highly 
correlated with the Intellectual Achievement Responsibility Scale (r = .51<.01 for 
secondary first grade), and with Rotter’s Locus of Control Scale (r = .61 <.01; r = 
.38<.01 in College Students) (Nowicki and Strickland, 1973).
3.5.6 Translated in Greek measures u sed  in chapter 6
A number of the aforementioned measures were translated in Greek and used in 
chapter 6. These included Demographics (Appendix XTV), Quality of School Life 
Scale (Appendix XV), Student Stress Inventory (Appendix XVI), P.G.I. General Well 
-  being Scale (Appendix XVII), Hare Self -  esteem Scale (Appendix XVIII) and 
Positive and Negative Affect Schedule (Appendix XVIV). A version of the 
information letter used in Scottish sample, was also accompanied the scales 
distributed to the Greek sample (Appendix XIII).
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3.6 Data analysis
Analysis of data was carried out in SPSS for Windows, version 8. All data in each of 
the studies were included in the analysis. Missing data were automatically excluded 
from the analysis in each of the studies. Frequencies of both categorical and 
continuous variables were obtained to control for normality.
Different hypotheses throughout the studies required different types of analysis. Both 
univariate and multivariate tests were employed in the studies. Associations between 
categorical data were obtained through Chi — square analysis. Associations between 
categorical and continuous variables were tested through independent t -  tests and 
Analysis of Variance (ANOVA). Post hoc comparisons were examined by means of 
Sheffe tests. The predictive ability of independent variables was assessed with simple 
Regression analysis. Associations between continuous variables were assessed via 
Pearson’s product moment correlations.
Three multivariate tests were employed across studies. These were General Linear 
Model, Multiple Regression Analysis and Logistic Regression Analysis. The General 
Linear Model (GLM) combines ANOVA and Regression Analysis. The choice for 
this test was based on the need to obtain R  ^ for categorical variables in order to 
specify the percentage of variance explained. One — way ANOVA and One -  way 
GLM produce almost the same statistical coefficients and findings.
The following analysis protocol was employed for the Logistic regression analysis. 
Firstly, all factors were tested against the dependent variable by means of univariate 
tests (t -  tests, tests). Secondly, all factors that were found to be significantly 
associated with the dependent variable were entered in the Logistic regression 
analysis. Univariate analysis enabled the exclusion of factors that were not 
significantly associated with the dependent variables. Cutting down on the number of
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factors entering the Logistic regression enabled the production of meaningful results 
(i.e. fewer factors were considered). This approach has been used extensively in 
previous related research (e.g. Jang et al„ 1998; Mentes et al„ 1999). In the results 
chapters of the thesis it was also rather impossible to employ and test specific models 
of regression analysis, as a clearly defined pattern of association between the 
independent variables had not emerged from previous research. Generating and 
testing particular regression models is usually considered when a particular theory of 
association between independent variables needs to be tested and verified. On the 
other hand, exclusion of insignificant factors by means of univariate tests is usually 
employed when open hypotheses are concerned. This is usually the case when the 
pattern of association between dependent and independent variables is unknown (i.e. 
original research). All significant factors, as defined by univariate tests, were tested 
against the dependent variable through individual Logistic regressions, in order to 
identify whether they were significant predictors. Those that were found to be 
statistically significant predictors were entered in an overall Logistic regression 
analysis, in order to determine by use of Exp()3), which of the predictors had the 
greatest influence on the dependent variable.
According to Tabachnick and Fidell (2000), different tests within Logistic regression 
are used to evaluate and test different hypotheses. As a consequence, a researcher 
should start from his specific research question(s) (e.g. classification of cases, 
importance of predictors, strength of association) and then try to identify which is the 
appropriate test that would help him / her to tackle this question(s). Tabachnick and 
Fidell have defined E xp(^ as “the odds of being in one outcome category when the 
predictor changes for one unit of measurement” and have recommended E x p (^  as a 
method for the selection of the predictor with the single highest influence on the
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dependent variable in a Logistic Regression model. Also, according to Tabachnick 
and Fidell (2000), the Wald statistic evaluates the statistical contribution of a 
predictor to a Logistic regression model, therefore it is appropriate to be used when a 
particular theoretical model is aimed to be tested or when the researcher is interested 
in the exclusion of variables in the analysis, as it has been used in the related chapters 
of the thesis. In other words, the Wald statistic could be used for the statistical 
evaluation of the predictor within the model, as well as the strength of a model, 
whereas the Exp(^ can be used for comparisons among predictors regarding their 
influences towards the dependent variable.
In order to use Multivariate tests, data were checked for abnormalities in terms to 
multicollinearity, linearity, distribution and presence of outliers. Relationships 
between continuous variables (mutlicollinearity) were investigated by examining 
Pearson’s product moment correlations between pairs of continuous variables. 
Although there were high interrelations between the variables, no bivariate correlation 
exceeded .70 (Tabachnick and Fidell, 1996), thus no variables were excluded from the 
analysis. Linearity of the continuous variables used in the analysis was checked with 
scatterplots. All relationships proved to be linear apart from the relationship between 
positive affectivity and negative affectivity. All variables used in Logistic regression 
and GLM also presented with a normal distribution apart from negative affectivity 
which presented with a negatively skewed distribution (skew = 1.208 >1) (Ferguson 
and Cox, 1993). In order to improve normality of negative affectivity distribution, and 
linearity of the relationships in which it was involved, transformed data were used; 
LoglO (k -  variable score) where k is a constant equal to the largest score in the 
variable + 1 (Tabachnick and Fidell, 1996). Finally, very few outliers were present in 
all the variables used in the analysis thus no further precautions were taken.
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Chapter 4; Quality of School Life: Development and Preliminary 
Standardisation of an Instrument Based on Performance Indicators in Srnttish
Secondary Schools
Abstract
Improvement of the services offered by secondary schools in the UK has been a major 
concern for the educational authorities. One of the most widely accepted ways to test 
the quality of school services is the performance indicators’ approach. Performance 
indicators, as they stand, are quite complicated to use. Many of them could be 
criticised for not considering pupil’s views about their school but rather gathering 
“adult -  centred” information, since it is teachers and not pupils who do the 
assessment. Therefore, a new student scale, based on performance indicators, has 
been developed and preliminary standardised in a Scottish pupil sample. The new 
Quality of School Life scale has shown good psychometric properties and it has 
proven easy to use and administer. It has been shown to reliably and validly measure 
pupils’ views about their quality of school life and school satisfaction. Results are 
discussed in relation to potential future use of the scale by educationalists.
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4.1 Introduction
Schooling in early and mid 90’s has predominantly focused on paedagogical aspects 
such as children’s cognitive and intellectual development (Tyack and Cuban, 1995). 
However, there is an increasing interest in studying aspects of the social purposes of 
schooling (i.e. achievement) (Baker, 1998). Quality of School Life (Q.S.L.) has been 
used to emphasise the additional role of “modem school” as a non-intellectual 
institution, which promotes pupils’ welfare and increases educational outcome 
(Anderson, 1982).
Quality of Life (Q.O.L.) as well as Q.S.L. have appeared as rather abstract and elusive 
terms across the literature (Romney, 1994). Although it is difficult to define Q.S.L., it 
could be suggested that it refers to a general sense of student well — being, determined 
strictly by school - related factors and educational experiences resulting from pupils’ 
involvement in school life and their engagement in school climate. It is worth 
mentioning that this definition is mainly applicable to secondary school education, 
because students in higher college or university education might have particular 
requirements (e.g. living away from home), which are different from the needs at 
school educational levels (Newcomb et al., 1986).
Adopting a definition of Q.S.L. as the one described above would facilitate the 
avoidance of applying adult - centred approaches to the study and measurement of 
Q.S.L. Thus, the present Q.S.L. definition emphasises the perspective of pupils, in 
specifying procured strengths and / or weaknesses that a certain secondary school or 
educational system might possess. Such a perspective could also highlight main points 
for future action to improve specific aspects related to Q.S.L.
Q.S.L. could be thought as having both affective and cognitive components. School 
satisfaction, which is the core component of the scale presented here, has been
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defined as the cognitive appraisal of the quality of school life (Huebner, 1994). 
School satisfaction is assumed to be a subjective construct, able to account for pupils’ 
individual perceptual differences in relation to school climate (Baker, 1998). Its 
theoretical construction has been based on general work about pupils’ general 
satisfaction (i.e. Huebner 1991 a, 1991 b), which is considered an aspect of general 
subjective well -  being. Although the construction of the present scale has been based 
on subjective cognitive Q.S.L. constructs (satisfaction), affective dimensions are also 
included in the meaning of some of the items of the scale (i.e. support offered by 
school services) (Roberts and Clifton 1992 a, 1992 b). Such affective dimensions are 
assessed however in terms of pupil satisfaction / dissatisfaction.
Apart from the cognitive / affective model of Q.S.L., two other theoretical 
formulations have appeared so far to explain what constitutes Q.S.L. These 
formulations, which have implications in Q.S.L. measurement in general, are 
described briefly below. The Multiple Discrepancies Theory (M.D.T) (Michalos 
1985, 1991 a, 1991 b, 1993 a, 1993 b) has claimed that Q.O.L. and Q.S.L. result from 
the discrepancy between what one has and what one aspires to. M.D.T. has 
predominantly been applied to higher education populations. Elements from 
Csikszentmihalyis’ and Csikszentmihalyis’ (1988) “Flow Theory’’ have also been 
taken into consideration in the construction of the present scale. “Flow theory’’ 
emphasises the role of engagement in different activities in order to produce higher 
levels of Q.S.L. Activities, both educational and recreational, are central in the school 
function and culture and constitute a central part of the perfoimance indicators, where 
the present scale has been based.
At this point an important question would be: “why Q.S.L. should be studied and 
taken into consideration?’’ Past research in schools has proposed a substantial number
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of reasons that could give rationale to the study of Q.S.L. Firstly, students’ 
involvement in school decision procedure or consideration of their views could 
facilitate educational work and its goals (Epstein, 1981). Keys and Fernandes (1993), 
having studied factors associated with positive motivation towards school and 
learning in England and Wales, found that an interest in school work, liking for 
teachers, value of school, positive perception of school ethos, positive views towards 
personal ability and perseverance, good behaviour in school and parental support are 
factors that contribute positively to learning. These findings give grounds to the belief 
that effective learning is associated with school climate and school ethos factors, 
which are of the main components of Q.S.L.
Secondly, students become more and more discerning “consumers”. Current research 
has revealed that although young adults perceive their learning as important, they 
believe that, their educational needs are not well - met by current educational systems 
(Flanagan, 1978) and they are rather dissatisfied by the services provided. It has also 
been suggested that high levels of Q.S.L. could reduce early drop - outs from school 
(Okun et al., 1986) and that school environment is cmcial for pupils’ general well -  
being (Philips, 1979). In addition, Q.S.L. could be very impiortant for improving 
pupils’ learning / performance and socialisation by making the school a positive 
experience for pupils.
Furthermore, if schools were able to reliably evaluate their performance, they could 
also provide valuable information to parents about their effectiveness, and have a 
valid basis on which to establish their reputation, a vast concern for the majority of 
the schools in the UK. Thus, a Q.S.L. instrument could facilitate the accomplishment 
of these specified goals.
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Finally, school satisfaction has been found positively associated with pupils’ 
acceptance of educational values, motivation and commitment to school (Wehlage et 
al., 1989; Goodenow and Grady, 1992). School dissatisfaction, on the other hand, has 
been found to be positively associated with behavioural problems and poor school 
achievement (Baker, 1992). Poor school satisfaction has also been shown to have 
negative school consequences, such as school alienation and discontent (Fine, 1986). 
Although the area of Q.S.L. is rather neglected, a few instruments have been 
constmcted (Roberts and Clifton, 1992 a; 1992 b; Huebner, 1991; Epstein and 
McPartland, 1976) but their focus has been on higher education (e.g. university, 
college). These instruments have also included many factors, which are beyond the 
specific topic of Q.S.L. (e.g. quality of family life). It is also worth noting that there is 
no standardised instrument for assessing Q.S.L. in British literature.
An important factor, which needs to be taken into consideration, when instruments of 
Q.S.L are concerned, is whether or not these are able to significantly contribute to the 
improvement of a given educational system. Educational authorities in the UK 
provide certain criteria (performance indicators) and resources to secondary schools in 
order to evaluate the quality of their work. Performance indicators could be defined as 
those areas related to the schools’ functional aspects and are used to help schools to 
self - assess the quality of services they offer to pupils (Me Glynn, 1996). School 
F>erformance indicators include seven key areas (curriculum, attainment, learning / 
teaching, support for pupils, ethos, resources, and management / leadership). Each one 
of these key areas includes several sub-areas.
Performance indicators were introduced in the school evaluation system during the 
1980’s and since then some lists of performance indicators have been developed (e.g. 
DES, 1989). Unfortunately, little advice has been given to schools to date on how to
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use such information (Gray and Wilcox, 1995) and the development of a scale based 
on such indicators could be helpful for individual schools. Furthermore, current 
performance indicators systems have been designed to be used by teachers and head 
teachers, thereby neglecting standardised assessment of pupils’ views about their 
school. By reviewing certain assessment indicator systems. Gray and Wilcox (1995) 
suggested that pupil satisfaction, in terms of the education received, is one of the most 
important quality assurance performance indicators, because of its relationship to 
school effectiveness.
The scale presented in this paper focuses on those factors that are especially defined 
by the Ministry of Education for secondary schools, aiming to assess the quality and 
the effectiveness of their work. Specifically, the Scottish Office - Department of 
Industry and Education, has distributed the document entitled “How good is our 
school” (McGlynn, 1996). The above document identifies specific methods, domains 
and factors (performance indicators) for assessing the quality of school environment 
but even for teachers, it does not state how these factors should be reliably measured. 
By transforming such performance indicators as items, for pupil assessment, this may 
indicate ways to contribute to and improve the Q.S.L. of secondary school pupils in 
Scotland. Performance indicators have been used as the basis for constructing the 
items in the present scale and are assessed by pupils in relation to experienced levels 
of satisfaction / dissatisfaction.
4.2 Method / procedure
The new Q.S.L. scale has been predominantly based on the Scottish Office, Education 
Department document “How good is our school” (McGlynn, 1996). It consists of 56
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items organised in 14 domains (4 items in each domain sub-scale in order to control 
the variance due to the number of items) (see table 4.1).
Table 4.1 The Q.S.L. scale domains
D o m a in / 
O u e s tio n  N o.
A re a D o m a in /  
O u e s tio n  N o.
A re a
C urriculum E th o s  /  S ch o o l fa c to rs
1 S tructure 29 E quality  /  fa irness
2 N u m b er o f  su b je c ts 30 U se o f  p ra ise
3 T im etab le 31 D iscip line
4 C lass activ ities 32 W elco m in g  e n v iro n m en t
A tta inm en t E th o s  /  In d iv id u a l fa c to rs
5 C oursew ork 33 Sense o f  id en tity
6 Perform ance 34 Pride
7 Partic ipation  in  c la s s 35 E x p ec ta tio n s
activ ities
8 R espond  to n a tio n a l targets 36 P aren ta l invo lvem en t
Teaching m e th o d s S u p p o rt
9 M ethods 37 T each e r /  o th e r  school s ta ff
10 E xplanations 38 F riends
11 D ialogue 39 E xternal
12 H om ew ork 4 0 Paren tal
Teaching S ty le C a reer
13 C ontinu ity 41 S e lf  aw aren ess
14 D epth  — P e rm ea tio n 4 2 N ew  sk ills
15 In tegra tion 43 F u tu re  c a re er
16 T im ing 4 4 P rep a ra tio n  fo r  a fu tu re  job
Learning R e la tio n sh ip s
17 M otivation 45 W ith  teach e r
18 P ro g ress in le a rn in g 4 6 W ith  o th er sch o o l s ta ff
19 C ritica l th ink ing 4 7 W ith  o th er p u p ils
20 In teraction  w ith  o th e rs 4 8 W ith  friends
P ersonal N eed s E n viro n m en ta l  —O b je c tive  fa c to r s
21 C hoice 4 9 S p o rt fac ilitie s
22 E xperiences /  In te re s ts 5 0 F urn ish in g
23 Persona l needs in  lea rn in g 51 A vailab ility  o f  social a rea s
24 O ut o f  c lass o f  a c tiv it ie s 52 F o o d  se rv ices
A ssessm en t E n v iro n m en ta l —S u b jec tiv e  fa c to r s
25 M ethods 53 Elecoration
26 G rades 5 4 T echn ica l e q u ip m en t
27 A ssessm en t in fo rm a tio n 55 School d is tan c e  from  h o m e
28 P erform ance 5 6 Safety
Each domain represents one p>erformance indicator. A few items, which were not 
included in the aforementioned document as performance indicators, were added 
(satisfaction with school safety and school distance from home). These two items 
have previously been used in higher educational levels (e.g. college, university) but 
they are relevant to secondary education (Benjamin and Hollings, 1995; Keith and
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Schalock, 1994; Huebner, 1991; Epstein and McPartalnd, 1976). All the items of the 
scale have a positive meaning (no reverse scorings) and subjects respond on a 4 - 
item, Likert type scale ranging from strongly disagree to strongly agree.
Before the initial administration, the scale was tested in two pilot studies. Firstly, the 
scale was administered to five pupils from each grade 2, 5, and 7, in order to control 
for any linguistic or item - meaning problems (Face validity). This attempt resulted in 
some linguistic changes to the scale. Secondly, the scale was administered to 68 
pupils (grades 1, 4, 5) in a secondary school in Stirling area. The sample for this 
second study was randomly selected from the total student population of the school. 
One class from each of the above grades was selected to participate. An open question 
was also added this time at the end of the scale: “what do you think would improve 
your life at school?” This question was added in order to identify any additional areas 
not included in the original scale. However, as all the suggestions provided by the 
pupils were already included, no more items were added. The open question was kept 
in the initial administration of the scale, in order to give the opportunity to pupils to 
make suggestions for the improvement of both their school life and the scale.
Prior to administration, written consent from the pupils’ parents for participation in 
the study had been requested by the Head Teacher. During allocated class time 
individual teachers distributed the scale to pupils, accompanied by four other pupil 
self — report measures (see below) and an information letter. The information letter 
contained information about the general scope of the study (i.e. assessing pupils’ 
views about their school) as well as an explanation that participation in the study was 
entirely voluntary and anonymous. Teachers were requested to answer any questions 
concerning pupils’ difficulties in understanding any items but not to provide any 
further information about the aims of the study than that given in the information
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Environmental factors both objective and subjective (e.g. facilities, equipment) 
produced the lowest means (Objective Environmental Factors: Mean = 9.9, Sd = 2.9; 
Subjective Environmental Factors: Mean = 10.1, Sd = 2.2), in relation to the rest of 
the domains. Career factors (e.g. preparation for future job) (Mean = 12.8, Sd = 2.4), 
the Relationships domain (e.g. with other pupils) (Mean = 12.8, Sd = 1.9), and the 
Support domain (e.g. from teacher) (Mean = 12.5, Sd = 2.4), produced the highest 
means in relation the other domains.
Table 4.2. Mean and Sd of Q.S.L. domains.
Domain - Sub-scale Mean Sd
Curriculum 11.8 1.9
Attainment 12.1 1.8
Teaching Methods 10.9 2.0
Teaching Style 11.2 1.8
Learning 12.2 2.1
Personal Needs 11.1 2.1
Assessment 11.7 2.3
Ethos (School Factors) 11.0 2.5
Ethos (Individual Factors) 12.3 2.2
Support 12.5 2.4
Career 12.8 2.4
Relationships 12.8 1.9
Environmental Factors (objective) 9.9 2.9
Environmental Factors (subjective) 10.1 2.2
4.5.2 Factor analysis on the domains o f  the scale
A Factor analysis was performed on the scores of Q.S.L. domains as a means of 
coherence (i.e. construct validity) among the different Q.S.L. domains and not to 
determine the dimensional structure of the new scale, as such dimensions regarding 
performance indicators had already been provided in the McGlyn (1996) document. 
Thus, Factor analysis on the scores of Q.S.L. domains produced one factor solution 
(Eigenvalue = 6.7 for the first factor and 1.3 for the second), able to explain 48.2% of 
the Q.S.L. variance. Each of the domains was found to have high loadings (over .57) 
on this factor, indicating high levels of coherence across the domains. It may also be
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Table 4.3. Internal consistency of the scale. Q.S.L. 
domain / total correlation matrix.
Domain - Sub-scale r
Curriculum .688***
Attainment .628***
Teaching Methods .700***
Teaching Style .617***
Learning .684***
Personal Needs 743***
Assessment .678***
Ethos (School Factors) 829***
Ethos (Individual Factors) .816***
Support .677***
Career
Relationships .640***
Environmental Factors (objective)
Environmental Factors (subjective) .631***
*p < .05, **p < .01, ***p <. 001.
Table 4.4. Reliability of the scale (14 domains)
Cronbach Alpha Guttman Split - half
Pilot Study .884
(n = 68) .892 Alpha for part 1 = .822
Alpha for part 2 = .795
Initial .832
Assessment .913 Alpha for part 1 = .860
(n = 425) Alpha for part 2 = .863
4.5.4 Validity o f  the scale
When it comes to concurrent validity, previous studies have used Self - Concept / Self 
- Esteem Scales and anxiety measures (e.g. Huebner, 1991a), since alternative 
children / adolescent general and school well - being scales were not available at the 
time (Huebner, 1991b). However, in order to test the validity of the present scale, 
using an external criterion, a general well - being measure was modifîed and used. 
Thus, the new Q.S.L. scale produced signihcant correlations with an amended version 
of the P.G.I. General Well - Being Scale (Verma et al., 1983). The Q.S.L. total was
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found to have a strong and statistically significant correlation with the Well - Being 
total (r = .434, p < .000). Each Q.S.L. domain has also been found significantly 
correlated with the Well - Being total (r coefficients ranged between .191 and .382, all 
significant at the 99% level of significant, at least).
Validity of the new Q.S.L. scale was also tested through its relationship with school 
stress, using the Student Stress Inventory (children’s version) (Alban Metacalfe et al., 
1982). Student Stress Inventory total was found negatively correlated with the Q.S.L. 
total (r = -.411, p < .000). The Student Stress Inventory total also came out as 
significantly and negatively correlated with each and all of the individual Q.S.L. 
domains (range of r coefficients: r = -.115 to -.410, p < .05 at least, across the 
different Q.S.L. domains).
The correlation coefficient between the total Q.S.L. scale and the Hare Self - Esteem 
Scale (Hare, 1985) total was .482 (p < .000). The School Self - Esteem sub-scale was 
also found to have a strong and statistically significant correlation with the Q.S.L. 
total (r = .534, p < .000). It is also important to mention that the total of the Hare Self 
- Esteem Scale was also found to be significantly correlated with each and all of the 
individual sub-scales of the Q.S.L. scale (range of r coefficients: r = .111 to .430, p< 
.05 at least, across the different Q.S.L. domains). SigniEcant positive correlations 
were also found between the Q.S.L. sub-scales and the School Self - Esteem sub-scale 
of the Hare Self - Esteem Scale (range of r coefficients: r = .149 to .455, p < .05 at 
least, across the Q.S.L. domains).
The new Q.S.L. scale produced high correlations with positive and negative 
affectivity. Past literature has suggested that affectivity in general is highly associated 
with Q.O.L. and it is one of its main components (Diener, 1984). A statistically 
significant correlation between positive affectivity and Q.S.L. total (r = .497, p <
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.001) and a negative correlation between Q.S.L. and negative affectivity were found (r 
= -.328, p < .001). Positive affectivity was also found to have statistically significant 
positive correlations with each and all of the Q.S.L. domains (range of r coefficients: r 
= .195 to .467, p < .001). Negative affectivity, on the other hand, was shown to have 
statistically significant negative relationships with each and all of the Q.S.L. domains 
(range of r coefficients: r = -.076 to - .311, p < .001). Correlation coefficients related 
to the validity of the scale are summarised in table 4.5.
Table 4.5. Concurrent validity of the Q.S.L. scale
Scale r
Measures o f  well — being
P.G.I. General Well - Being Scale
Student Stress Inventory “ 411 ***
Personality measures
Hare Self - Esteem Scale total .482***
Hare School Self - Esteem sub-scale .534***
Positive Affectivity .497***
Negative Affectivity -.328***
“p < .05, **p < .01, ***p <. 001.
4.6 Discussion
School performance indicators have been widely used in several secondary schools in 
Scotland, in order to ensure quality of the educational services provided. However, 
the complexity of current performance indicator systems as well as their adult - 
centred focus have created the need for a pupil — rated scale for the Q.S.L. 
assessment. The present study represents an attempt to develop and initially calculate 
the psychometric properties of a user - friendly Q.S.L. scale based on performance 
indicators, following a pupil -  centred perspective. Nevertheless, it may be important 
to note that the performance indicators on which the present scale has been based 
were defined by the Ministry of Education, therefore it could be argued that the
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present scale does not follow a pupil -  centred approach. The scale presented in this 
chapter would have a clearer pupil oriented approach, if indicators were selected on 
the basis of interviews or focus groups with pupils. However, the present scale 
follows a pupil -  oriented perspective considering that it is the pupils and not the 
teachers who made the assessment regarding Q.S.L. as suggested in the original 
document of McGlynn (1996).
Overall, it was found that the new Q.S.L. scale is a potentially worthwhile instrument 
for assessing secondary school pupils’ views about school, with good psychometric 
properties. It has been shown to be a valid and reliable instrument, which could be 
used by the educational authorities when there is a need for assessing Q.S.L. factors 
of a specific school or several schools in a given geographical area. It is a relatively 
short instmment, taking into account the amount of the school key areas assessed in a 
single scale. It takes approximately only about seven minutes for completion and 
administration does not require special training.
In order to test the concurrent validity of the Q.S.L. scale, its relationship with other 
standardised scales was investigated. Similar instruments have been used to test the 
psychometric properties of related measures in the past (e.g. Huebner, 1991). The 
Q.S.L. total was found to correlate negatively with stress levels. Several studies till 
now have presented evidence for the negative consequences of stress in relation to 
general well - being and it has also been suggested that stress contributes negatively to 
any positive school experiences (e.g. Johnson, 1979; De Anda et al., 1997). The 
positive relationship between Q.S.L. and self - esteem was also expected and 
confirmed. The association between self - esteem and Quality of Life (Q.O.L.) and 
Q.S.L. have also been reported in previous studies in this area (Bhaghat and Chassie, 
1978; Kelfikangas - Jarvinen, 1992). With regard to the association between Q.O.L.
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and, as consequence, Q.S.L. with general well -  being, it has been suggested that they 
share a lot of variance (for an overview see Diener, 1984). However, the present 
Q.S.L. scale produced high correlations with general well - being scores, which 
provide additional grounds for its validity. Moreover, it suggests that Q.S.L. is 
associated with out - of - school factors. On the other hand, the high correlations 
found between Q.S.L and affectivity indicate that Q.S.L. has also affective properties. 
Whether Q.S.L. is predominantly cognitive or affective should be subject to future 
research.
Although the new Q.S.L. has proven a valid and reliable instrument, the present study 
was rather limited in terms of the number of pupils who participated. Specifically, a 
rather small, although sufficient for valid results, sample was drawn from 6* graders. 
It is also important to note that the sample was drawn from two schools only, 
therefore its representativeness of the population of pupils in Scottish or the UK 
schools in general could be questioned. Furthermore, the scale was administered to 
the pupils by teachers and it is unknown whether this may have affected the reliability 
of the scale. Future research using the scale should also consider any effects on 
reliability due to administration by different administrators (intra-observer reliability). 
Future research is needed to test the scale in larger samples and more schools and 
establish further its validity and reliability. In addition, the scale should be tested in 
samples drawn from other parts of the LFK creating normative data for different 
regions. Such analysis can facilitate comparisons in terms of Q.S.L. levels for 
different geographical regions. Additionally, the new scale could also be studied in 
relation to different ethnic sub-groups, taking into account any differences in the 
levels of school satisfaction / dissatisfaction experienced as a result of cultural 
variations. Finally, the new Q.S.L. scale could be studied in relation to performance
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and school problems such as bullying in order to highlight its effects on school culture 
and school ethos. This kind of research could provide a clearer picture on how 
satisfaction with school would influence the development of certain problems in 
children and young adolescents.
Future research should also focus on the construction of a consistent model of Q.S.L., 
and particularly on the study of the relationship between Q.S.L., demographics and 
personality factors, since literature lacks consistent research in this area. This analysis 
could facilitate not only the understanding of any factors that could increase or 
decrease the levels of the Q.S.L., but it could also provide valuable data, concerning 
the predictive validity of the scale.
The present scale may be useful for educational authorities, especially school 
inspectors in assessing the levels of satisfaction experienced by pupils. Use of the 
scale in larger scale projects could also facilitate between school comparisons, by 
identifying any areas of school life that require careful consideration in particular 
schools. Extended administrations may be helpful for educational policy makers who 
aim to identify school areas that require improvement, in order to make the most 
efficient use of educational budget assigned by the government. Such implications of 
the use of the scale may also appeal to individual schools, which are interested in 
improving school ethos, making school a more positive experience for pupils and 
making the most out of their limited school budget. Information derived from between 
- school comparisons, using the present scale, could prove helpful for defining the 
areas that need special attention or improvement, in order to ensure school 
effectiveness and school satisfaction. The scale could also be used by the educational 
authorities to assess and secure quality assurance in certain secondary schools.
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5.1 Introduction
It has been repeatedly shown in the past that school represents a social arena where 
adolescents begin to develop personal beliefs, educational and occupational goals 
(Skinner, 1987). Q.S.L. which has been used as an indicator of pupils’ welfare 
(Anderson, 1982), could be defined as a general sense of student well -  being, 
determined by school related factors and educational experiences, resulting from 
pupils involvement in school life and their engagement in school environment.
To date few theoretical formulations have been developed for conceptualising Q.S.L. 
(e.g. The Multiple Discrepancies Theory, Michalos, 1985). The present research 
follows the school satisfaction approach which is the cognitive appraisal of Q.S.L. 
(Huebner, 1994a). School satisfaction has been considered as a subjective construct 
(Baker, 1998) and as an aspect of pupils’ general subjective well — being.
Past research has indicated that high levels of school satisfaction are positively 
associated with acceptance of educational values, commitment to school (Wehlage et 
al., 1989; Goodenow and Grady, 1992), higher motivation towards learning (Keys and 
Fernandes, 1993) and decreased levels of school drop - outs (Okun et al., 1986; 
Ekstrom et al., 1986). Lower levels of school satisfaction have been found to be 
negatively associated with behavioural problems, poor school achievement (Baker, 
1992) and school alienation (Fine, 1986).
The importance of studying Q.S.L. also relates with school effectiveness (Gray and 
Wilcox, 1995), since the more satisfaction pupils get from school the more school 
goals (i.e. educational targets) are achieved. At present two main approaches 
concerning assessment of school effectiveness have been developed. The objective 
indicators approach assesses school effectiveness through quantitative school factors 
(i.e. performance in exams). The subjective indicators approach mainly include
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factors that have a personal meaning for pupils (i.e. satisfaction). Past attempts to 
measure school climate have rather neglected the role of subjective indicators (Gray 
and Wilcox, 1995). Furthermore, assessment of school effectiveness using subjective 
indicators has lacked consistent measures.
Past research in the area of Q.S.L. and school climate has been criticised in that, it has 
“failed to take into account anything about the internal life of a school: its attitudes, 
values, and more, or its qualities as a social organisation...” (Wilson, 1980). Use of 
inadequate measures, poor models, too few variables, or arbitrarily selected variables, 
misinterpretation of results, inadequate research designs are some of the 
methodological weaknesses of past research in the area of school climate (Anderson, 
1982). Previous studies on the effects and correlates of Q.S.L. have usually lacked 
employment of a consistent definition of Q.S.L. and also lacked any consistent focus 
on secondary education.
Anderson (1982) reported that many studies failed to study adequately school climate, 
because they focused on finding relationships between variables rather than on the 
mechanisms that underlie such relationships. The construction of an appropriate 
model could provide information related to those mechanisms and explain the 
interrelationships o f  the correlates of a given dependent variable (Snow, 1973). The 
organisation of Q.S.L. correlates in a consistent model would also permit the 
constmction of an advanced theoretical formulation able to facilitate the development 
of action programmes for its improvement, where necessary.
The present paper aims to present the findings of a study on the relationship between 
subjective Q.S.L. and certain correlates by constructing a mediated model, which 
includes personality variables (affectivity, locus of control, self - esteem), school 
stress and basic demographics (school, age and gender). Although, it is generally
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accepted that appropriate combinations of factors could effectively predict outcome 
variables (i.e. Q.S.L.), it is rather difficult to accurately select the correlates of a 
certain research area (i.e. Q.S.L.). Tagiuri (1968), for instance, has pointed out that “in 
principle just about everything may make a difference to behaviour”. However, the 
correlates selected to be incorporated in the proposed model have been previously 
found to be highly related with Q.S.L. or Q.O.L. (Quality of Life). Additionally, in 
order to avoid some of the weaknesses of past research, we have selected variables 
that apply to pupils as a whole and not to special subgroups, variables that are 
amenable to change (Anderson, 1982) and variables which have been repeatedly 
proven to influence behavioural outcomes.
A brief review of past literature concerning the relationship between Q.S.L. and the 
variables of interest is presented below. Since rather limited literature exists on 
Q.S.L., research examples drawn from the area of general Q.O.L., were also included 
in the following review.
5.1.1 Q.S.L and demographics (school, gender, a ge/grade)
When Landis (1942) asked people (65 to 98 years) to indicate retrospectively the 
happiest period of their lives, over 50% rated young adulthood as the happiest period. 
Gurin et al. (1960) also confirmed these results. Liberman (1970) however, found no 
significant differences in the levels of life satisfaction between elderly and college 
students. Later research in the area supp>orted age differences in relation to Q.S.L. or 
Q.O.L. Bortner and Hultch (1970) for example, found that older subjects tend to 
report higher levels of life satisfaction than younger subjects. Czaja (1975), in her 
study about the age effects on life satisfaction in a sample of wide age range (20 - 75), 
found that life satisfaction increases linearly with age.
101
Even in a student population, which is relatively homogeneous, there are a lot of 
inconsistencies in findings. Hong and Giannakopoulos (1994) studying the age effect 
on life satisfaction in a wide age range of university student and non - student samples 
(17 -  40 years of age) found that life satisfaction is higher in older subjects (see also 
Okun et al., 1986). With regard to younger populations, Okun et al. (1990), measuring 
the effects of school grade on school satisfaction for both primary and secondary 
schools (n = 431,330 pupils) found statistically significant differences between school 
grades. The higher the school grade was, the lower the levels of school satisfaction. 
Okun et al. (1990) explained grade effects in terms of lack of personal attention by 
teachers and lack of participation in classroom decision making in higher grades. 
Furthermore, McGuire et al. (1987) have reported that school -  related worries 
increase during the early adolescent period. Such worries could have a negative effect 
on Q.S.L. However, Huebner (1991), in his study with primary school pupils (grades 
5 - 7), found neither grade nor age effects on general life satisfaction.
Past research, though, on the effects of gender on Q.S.L. has been more consistent 
than research on age effects. There has been consistent evidence suggesting that there 
are no gender effects on Q.S.L. (Ryff, 1989; Shin and Johnson, 1978; Shmotkin, 
1990). Hong and Giannakopoulos (1994) reported also no gender effects on Q.S.L. in 
their study with university students and non-students. They have attributed their 
results to similarities between the two genders, in terms of lack of diversity in sex role 
stereotypes. Huebner (1991) also reported no gender effects on life satisfaction in 
primary schools. Bulcock et al. (1991) investigated gender differences in relation to 
Q.S.L, in high school children. He reported no gender differences, even when 
controlling for other demographics such as age, urban - rural residence and socio­
economic status. However, there has been another group of studies mainly in the area
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of general subjective well - being (Andrews and Witney, 1976; Cambell, 1976) 
suggesting that there are differences between adult males and females with regard to 
perceived levels of Q.O.L. For example. Medley (1980) suggested that younger 
women tend to perceive higher levels of Q.O.L. than younger men. This effect seems 
to disappear at the age of 45.
When it comes to between school differences in relation to school satisfaction, 
Dawson (1985), in a relatively short study (86 maladjusted pupils) drawn from 6 
different schools, found that the levels of school satisfaction significantly differed 
across schools. Between school differences, according to Dawson, might be attributed 
to different experiences that pupils have from different schools as a result of 
individual school environment and culture. Ainley et al. (1991) have also added that 
between school differences in Q.S.L. cannot be explained in relation to background 
differences of pupils.
Overall, Ainley et al. (1991) commented that demographic factors do not have a 
strong predictive value on Q.S.L. They found that demographics overall, such as 
socio-economic status and gender, are able to account for only 2% of the variance in 
views of school life and only 4% when school membership was included.
5.1.2 School stress
Adolescence is a time of maturation of physical and personality factors, and is 
associated with stresses as a result of various crises that could be the basis for various 
behavioural patterns in adulthood (Schuller, 1994). According to Elias (1989) major 
strains of adolescence include overemphasising of success in schools and lack of 
support. Wenz - Gross et al. (1997) suggested that the secondary school prerequisites 
both major changes in academic and social domains. The learning environment in the 
secondary school becomes more demanding and complex than it was in the primary
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school. Expectations for academic achievement also increase (Eccles et al., 1993). In 
addition, social networks in adolescence become more fluctuating and significant for 
the definition of the self. Eccles et al. (1993) have also emphasised the incongruent 
role of student - teacher relationship developed during adolescence, where students 
seek independence in their lives and teachers require more discipline from them.
With regard to the negative consequences of stress, Johnson (1979) found that 10% to 
30% of students experience severe stress to such an extent that this could interfere 
with their school performance (see also De Anda et al., 1997). Philips (1979) has 
reported that high school stress is associated with maladaptive behaviour in school. In 
addition to the above, stress in general, and school stress in particular, have been 
found to affect of school life negatively. De Anda et al. (1997), for instance, claimed 
that the experience of stressful life events could have negative consequences on the 
physical health, mental health, and emotional maladjustment. There is evidence, 
however, that the development and application of appropriate school policies and 
procedures could be used to tackle school stress (Sharp and Thompson, 1992).
Although it is quite easy to understand the existence of stress in an educational 
context via its negative consequences, it is rather difficult to defíne it accurately. 
D Aurora and Fimian (1988) proposed that "several models could explain the 
phenomena of stress and burnout (in schools)". Schultz (1980), for example, defined 
stress as a child - perceived threat to his / her security, self - esteem, safety and current 
way of life. Helms (1985) on the other hand, emphasised the role of interactions 
within the educational setting and their manifestations in the emotional, behavioural 
and physiological level. However, when it comes to the assessment of organisational 
stress, the most important factor is not the perception of stress but the identification of 
the stressors, which contribute to overall stress levels. It is worth mentioning that
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different scales measure and assess different school stressors. Thus, the choice of the 
appropriate stress measurement scale is an important issue in the research area of 
school stress.
5.1.3 Q.S.L and personality
5.1.3.1 S e lf - esteem
Self -  esteem is a personality factor describing one’s perceived level of self -  worth. 
According to Rogers (1961), it is the by-product of the relationship between self -  
image and ideal -  self. The greater the gap between self -  image and ideal -  self, the 
lower the self -  esteem levels.
Gurney (1986) has reviewed several reasons for why self - esteem becomes an 
increasingly interesting factor in studies with children. It has been suggested that high 
or average self - esteem levels are associated with adjustment, independence, less 
defensive behaviour, and greater social acceptance from peers. Strassburger et al. 
(1990) have also claimed that it is the most important variable for explaining school 
achievement (see also Kunce et al., 1972).
When it comes to the relationship between self - esteem and global life satisfaction, 
moderate positive correlations have been found (Dew and Huebner, 1994). Huebner 
(1994), in his study with both primary and secondary school children in USA, found a 
positive and strong relationship between life satisfaction and self -esteem. The effect 
of self - esteem on general life satisfaction seems also to be significant in older 
(university) students as well (Bhaghat and Chassie, 1978). In the area of school 
satisfaction. Baker (1998) in her study of elementary school pupils (n = 129) reported 
a moderate negative but significant correlation between school satisfaction and self -  
esteem (r = -.38. p < .(X)l).
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As far as the study of self - esteem is concerned, it is important to note that little is 
known about different self - esteem sources (i.e. family, school). Instruments 
developed till now have tended to assess general self - esteem factors, neglecting that 
levels of self - esteem could vary among different domains of action (e.g. family 
versus school). Korman (1970) was one of the first researchers who distinguished 
among different sources of self - esteem (generalised, task - specific, social).
5.1.3.2 Locus o f  control
Rotter (1954) has defined locus of control as a personality or dispositional variable, 
which refers to the tendency of perceiving events as being a consequence of own 
(internal) or outside factors e.g. luck (external). It has been suggested that the 
assessment of locus of control is more important in younger populations than it is for 
older populations, as it could be a strong predictor for maladaptive behaviours (e.g. 
Currie et al., 1977 for addiction) (Strickland, 1977). Previous research has also 
suggested that high externality is associated with higher levels of Q.O.L. (Diener, 
1984), although the direction of the relationship remains unknown.
Bhaghat and Chassie (1978) reported that higher internal locus of control is associated 
with better performance in University and higher satisfaction with ones’ program of 
studies, compared with higher levels of external locus of control. Dew and Huebner 
(1994) have also reported a positive relationship between general life satisfaction and 
internal locus of control. However, there has been no study in previous literature 
focusing on the relationship between Q.S.L. and locus of control.
5.1.3.3 Ajfectivity
Affectivity could be described as a rather neglected area of research for younger 
populations. Affectivity includes two broad mood factors (positive and negative 
affect) which have been shown to be dominant in self - reported measures of mood
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(Watson et al., 1984; Watson and Tellegen, 1985). Negative affect is a factor of 
general distress and includes several negative mood states such as fear, hostility and 
disgust. On the contrary, positive affectivity subsumes positive mood states like 
enthusiasm, higher energy level, interest, joy and determination (Watson et al., 1988 
b).
Although there are no studies available in the literature that have examined the 
relationship between Q.S.L. and affectivity, negative affectivity has been found 
negatively correlated with measures of general life satisfaction, job satisfaction and 
happiness (Stokes and Levin, 1990). Secondly, there has been evidence that negative 
affectivity is associated with aversive emotional states, like stress (e.g. Watson, 1988). 
Since it has been found that stress affects negatively Q.S.L. and stress is positively 
associated with negative affectivity (Stokes and Levin, 1990), it would be 
hypothesised that negative affectivity has an adverse effect on Q.S.L.
5.1.4 General comments /hypotheses
The previous review has indicated that studies concerning the relationship between 
Q.S.L. and various correlates, with respect to secondary education, are rather limited. 
The majority of studies presented concern general life satisfaction or overall Q.O.L. 
The present study attempts to study the correlates of Q.S.L. in secondary schools with 
respect to school satisfaction.
Taking into account previous research on the relationship between Q.S.L. and other 
factors, it is hypothesised that Q.S.L. is associated with demographics such as school, 
grade / age but not by gender. We have also hypothesised that Q.S.L. is negatively 
related with negative affectivity and school stress and positively related with self - 
esteem and positive affectivity. It will also be tested whether there are statistically 
significant demographic effects on Q.S.L. when personality factors and school stress
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mediate these effects (Q.S.L. model). Finally, the predictive value of individual 
factors and group factors (personality, demographics) on Q.S.L. will be explored.
5.2 Method
Method for chapter 5 as is described in chapter 3.
5.3 Scales
Instruments used in chapter 5 have been described in chapter 3. These include: 
Demographic M easures 
Quality o f  School Life S ca le
Student Stress Inventory (C h ild ren ’s  Version) (A lban M etcalfe et al., 1982).
P.G.I. General Well - B e in g  Scale (V erm a et al, 1983).
Hare S e lf - esteem Scale (H SE S) (Hare, 1985).
Nowicki’s — Strickland's L o c u s  o f  contro l Scale f o r  Children (Nowicki and  Strickland, 
1973).
Positive and Negative A ffe c t Schedule (PANAS) (W atson et al., 1988 a)
5.4 Sample
Subjects are as described in chapter 3.
5.5 Statistical analysis
Effects of demographics on Q.S.L. were investigated using the General Linear Model 
(GLM), which combines ANOVA and Regression Analysis. The choice was based on 
the need to obtain for categorical variables in order to specify the percentage of 
Q.S.L. variance explained by those variables. One — way ANOVA and One -  way
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GLM produce almost the same statistical coefficients and findings. GLM was also 
used to test the significance of the Q.S.L. model (see figure 5.1) which includes 
demographic and personality variables. GLM analysis allows the study of effects of 
factors upon a dependent variable, when other variables (mediators) intervene in this 
association, as well as interactions between sets of factors. Therefore it is suitable for 
the study of mediating models.
Associations between Q.S.L. and continuous variables were obtained by calculating 
Pearsons’ correlations (table 5.1). Predictive values of continuous variables on Q.S.L. 
were calculated using Regression analysis. Multiple Regression analysis was used for 
calculation of predictive values of group variables on Q.S.L.
Table 5.1. Correlation matrix among Q.S.L. and correlates
1 2 3 4 5
1. Q.S.L.
2. Positive affectivity
3. Negative affectivity
4. Stress total 
5.Self -  esteem total
.497*** 
_^23*** 
-.412*** 
.482***
- 233*** 
-.090 
401***
.400***
-.415*** -.305***
Mean 163.5 35.0 17.7 38.9 90.3
SD 20.8 6.8 6.2 20.5 10.9
5.6 Results
5.6.1 Q.S.L. total and  domain descriptives
Descriptive analysis of the Q.S.L. total provided a mean of 163.5 (Sd = 20.8) 
(Possible Min 56 and Max 224) which ap{>ears to be quite high, taking into account 
the possible minimum and maximum scores. This indicates that secondary school 
pupils in this sample were quite satisfied with their school life in general. With respect 
to Q.S.L. domains, high means were found for Learning (e.g. motivation, critical 
thinking) (Mean = 12.2, Sd = 2.1), Ethos 2 (e.g. school expectations, parental 
involvement) (Mean = 12.3, Sd = 2.2), Support (e.g. from friends, teacher) (Mean =
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12.5, Sd — 2.2), Career (e.g. acquiring skills, helping with career decision making) 
(Mean = 12.8, Sd = 2.4), and Relationships domains (e.g. with teacher, other pupils) 
(Mean = 12.8, Sd = 1.9), indicating higher levels of satisfaction with these domains. 
Teaching methods (e.g. explanations given by teachers, dialogue during classes) 
presented one of the lowest means (Mean = 10.9, Sd = 1.9), in comparison with the 
levels of satisfaction in the other domains. Environmental Factors 1 (e.g. sport 
facilities, social areas) (Mean = 9.9, Sd = 2.9), and Environmental Factors 2 (e.g. 
distance from home, safety) (Mean = 10.2, Sd = 2.2), presented the lowest means (see 
table 4.2). Lower means indicate lower levels of pupil satisfaction with these domains.
5.6.2 Demographics and Q.S.L.
Although different demographics have been found to be associated with different 
Q.S.L. domains, Q.S.L. total was found to be associated with different school grades, 
schools and gender.
Thus, younger children were found to experience relatively high levels of Q.S.L. 
(Means: Grade 1 = 171.9 and Grade 2 = 171.2). Children from Grades 3 and 4 
reported the lowest levels of Q.S.L. total (Means: 156.2 and 161.1 respectively), in 
comparison with other grades. It seems that, after completing the third year of the 
secondary school there is an increase in the levels of Q.S.L. total (Means: Grade 5 = 
161.3, Grade 6 = 163.9). These results were also supported by the signiEcant negative 
relationship between age and Q.S.L. It was found that levels of Q.S.L. decrease 
linearly with age (r = -.239, p < .000). However, post — hoc Scheffe’s revealed that 
statistically significant differences between grades lay between 1“ and 3”* graders (p < 
•05) and 2“** and 3"* graders (p < .05).
Differences in the levels of Q.S.L. were also detected by different schools (F = 4.9, Df 
~ 1. p <.000). Means of Q.S.L. total were 161.0 for school A and 165.9 for school B
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respectively. Although, both schools belong in the same geographical area. School A 
attracts pupils whose families usually belong in upper socio-economic classes, since 
higher number of both mothers (X  ^= 46.3, Df = 6, p<.000) and fathers (X  ^= 82.7, Df 
= 6, p<.000) from school A were found to belong in the 1“ and 2"‘‘ socio-economic 
classes in comparison with school B. In addition, a significantly higher propKJition of 
fathers (X  ^= 27.2, Df = 1, p<.000) and mothers (X  ^= 19.9, Df = 1, p<.000) in school 
A attained higher education than in school B. Moreover, It is important to note that 
levels of Q.S.L. total were not found to be associated with parental socio-economic 
status and levels of education. Hence, these differences in Q.S.L. levels between the 
two schools may be attributed to some other aspect of school climate and / or culture. 
Gender was also found to be associated with differences in levels of Q.S.L. Girls 
reported higher levels of Q.S.L. (Mean = 165.6) than boys (Mean = 160.8) (F = 4.7, 
Df = 1, p < .030). Gender differences were found in all the Q.S.L. domains.
However, table 5.2 highlights that demographic variables have a rather limited 
individual predictive value in relation to Q.S.L. total. Different grades were found to 
explain the highest proportion of the Q.S.L. variance (7.3%) followed by different 
schools (1.4%) and gender (1%).
Table 5.2. Demographics as predictors of Q.S.L.
Variable F Df P<
Grades 5.6 5 .000*** .073
Schools 4.9 1 .000*** .014
Gender 4.7 1 .030* .010
5.6.3 Q.S.L. an d personality Factors
Self - esteem total appeared strongly associated with Q.S.L. total (r = .482, p < .000). 
However, the self - esteem domain found to be the most highly related with Q.S.L.
I l l
total is the school self - esteem (r = .534, p < .000). These results indicate that area 
specific self - esteem could be a better predictor for certain attitudes and that there are 
differences in the self - esteem scores obtained from different sources. Regression 
analysis confirmed these results, since school self - esteem was found to explain 
28.6% of the total Q.S.L. variance. Self - esteem total explained 23.2% of the Q.S.L. 
variance (see table 5.3 for regression coefficients). Home self -  esteem found to 
explain a relatively lower percentage of Q.S.L. variance (12.9%) in comparison with 
school self -  esteem. Finally, peer self -  esteem was found the least powerful 
predictor of Q.S.L., in comparison to other self -  esteem sources, since it was found to 
explain 14.8% of the Q.S.L. variance.
Neither internal nor external locus of control appeared significantly correlated with 
Q.S.L. (internal locus of control and Q.S.L. r = -.007, p<.898, external locus of 
control and Q.S.L. r = .007, p<.898). Internal locus of control though had a negative 
relationship with Q.S.L. and external a positive one.
Affectivity, on the other hand, was found to hold a strong relationship with Q.S.L. 
total. Positive affectivity appeared to have a significant positive relationship with 
Q.S.L. total and negative affectivity a negative one. Correlation analysis also 
suggested that positive affectivity bears a stronger relationship with Q.S.L. total (r = 
.497, p < .000) than negative affectivity (r = -.328, p < .000). The above pattern of 
associations between Q.S.L. and affectivity was also detected in all the different 
Q.S.L domains. (Only Objective Environmental Factors domain was not found 
significantly correlated with Negative affectivity, r = -.075, p<.138). Regression 
analysis has revealed that positive affectivity is a better individual predictor of Q.S.L. 
(could explain 24.7% of the Q.S.L. variance) than negative affectivity (could explain 
10.8% of the Q.S.L. variance) (see table 5.3).
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5.6.5 Model explaining Q.S.L.
In order to test a consistent model of Q.S.L. (see Figure 5.1) a GLM ANOVA analysis 
was performed (see table 5.5). All variables that were found to be significantly related 
with Q.S.L. or have a significant effect on Q.S.L. were entered into the model.
The analysis presented in table 5.5 corresponds to the figure 5.1. GLM analysis was 
employed to test the effects of demographics on Q.S.L. when personality and self -  
esteem mediate this relationship. Such analysis enabled the study of simultaneous 
effects of various factors on Q.S.L. In the GLM analysis, demographics (school, 
gender, and school grade) were entered as main effects. Personality correlates (self - 
esteem total, positive, negative affectivity), as well as school stress total, were entered 
as covariates.
Figure 5.1. M odel o f  the factors affecting Q.S.L.
Demographics  ^ ◄ ◄ < ◄ < Mediators ► ►►►►► Outcome
Gender
School
Grade
◄ ◄ ◄ <  ^ ◄
Positively
^ontrW utin^
Self - Esteem
Positive
affectivity
► ►►►►►
Negatively
Contributint
School Stress
Negative
affectivity
All individual variables entered the model produced statistically significant effects to 
Q.S.L., apart from negative affectivity (F = 3.0, p < .084). GLM analysis also showed 
that the model was statistically significant (F = 14.2, p < .000) and able to explain 
56% of the Q.S.L. variance. No statistically significant interaction was found between 
the demographics entered in the model (F = .5, p < .597) (see table 5.6).
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In order to determine the percentages of variance explained by demographics and 
covariates independently to the overall model effects, separate GLM analysis was 
performed and results are shown in table 5.6. Such analysis revealed that both 
demographics and covariates were able to significantly predict Q.S.L. levels, although 
covariates (able to explain 47% of its variance) were found stronger predictors for 
Q.S.L. than demographics (able to explain 19.8% of its variance).
Table 5.5. GLM -  General Linear Model analysis on Q.S.L. including 
demographic, personality factors and school stress
F Df P< R2
Model 14.2 21 .000*** .560
Between Subjects Factors 
(Main Effects) (4.9)' (17) (.000***) (.198)
Year 5.7 5 .000***
Gender 5.1 1 .024*
School 13.3 1 .0(X)***
Year x Gender x School .5 2 .597
Within Subjects Factors 
(Covariates) (55.7)2 (4) (.0(X)***) (.470)
Stress Total 16.2 1 .000***
Self -  esteem Total 22.5 1 .000***
Positive affectivity 50.9 1 .000***
Negative affectivity 3.0 1 .084
'GLM tests o f  between subjects factors independent to within subjects factors /  ^GLM tests 
of within subjects factors independent to betw een subjects factors
5.7 Discussion
It has been found that pupils in Scottish secondary schools experience high levels of 
Q.S.L. overall and in the majority of the individual domains, taking into account the 
possible highest and lowest scores. However, the present findings indicated lower 
Q.S.L. levels in some of the domains, in particular the environmental factors and 
teaching methods. As far as teaching methods are concerned, further research is 
needed to identify areas in teaching that pupils do not particularly enjoy, while 
simultaneously maintaining teaching objectives and standards. Increased levels of
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satisfaction with teaching methods and procedures might have strong implications for 
the educational outcome (i.e. learning), since it is directly associated with the 
communication and distribution of knowledge in the class. When it comes to 
environmental factors, it could be suggested that improvement of school facilities (i.e. 
sport, social areas, food services) as well as safety procedures and regulations would 
also improve satisfaction levels related with this domain.
It was shown in the present study that different schools, grades and gender have a 
relatively low effect in the levels of school satisfaction experienced. The strongest 
predictor of all these demographics was age / school grade. It explained 7.3% of the 
Q.S.L. variance. In the present study younger pupils appeared to report higher levels 
of Q.S.L. than older ones (e.g. Medley, 1980), although post-hoc comparisons 
revealed significant differences between the first and second with the third grade only. 
These findings imply that third grade might be the age point where Q.S.L. starts 
decreasing significantly as pupils move to upper grades. Previous research has 
attributed lower levels of Q.S.L. in higher grades to lack of personal attention by 
teachers (Okun et al., 1990) and increased school -  related worries (McGuire et al., 
1987). Demands for performance are also increased in higher grades, since career 
choice becomes a close prospect.
When it comes to between school differences in relation to Q.S.L., it is commonly 
known that some schools do better than others in terms of pupils’ performance in 
exams. This kind of approach of assessing school effectiveness through objective (i.e. 
exams) measures has been regarded as the “objective indicators approach”. The 
present study found differences between the two schools in terms of subjective 
indicators (i.e. pupil satisfaction) evident. Although, the relationship between 
objective (grades) and subjective indicators (satisfaction) of Q.S.L. should be subject
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to future research, at this point it would be hypothesised that between school 
differences in exam performance might be associated with school satisfaction. Such 
research would highlight whether performance is subject to individual abilities and / 
or school factors.
The present study also revealed gender differences in relation to Q.S.L., with girls 
reporting significantly higher levels of Q.S.L. than boys. Although researchers, like 
Hong and Giannakopoulos (1994), believed that there is currently not much diversity 
between genders in terms of sex role stereotypes, the present results indicate that 
males might be subject to higher societal and, as a consequence, more school demands 
and strains than females. Taking into account the present findings, future research 
should focus in more detail on the individual factors that are responsible for higher 
levels of Q.S.L. in girls and younger pupils.
Overall, previous research on general well -  being proposed that, although 
demographics such as gender, are significant predictors, they account for little of its 
variance (e.g. Haring et al., 1984; DeNeve and Coopier, 1998).
As expected, school stress, was found negatively related with general Q.S.L. These 
findings which are consistent with previous research (DeAnda et al., 1997), are due to 
the negative consequences of stress on school life, as previous literature suggested 
(i.e. Johnson, 1979; Philips, 1979). In the present study, school stress appeared a 
strong negative predictor of Q.S.L. and account for 16.9% of its variance.
Personality variables (self - esteem and affectivity) were also related with Q.S.L., 
although the relationship between Q.S.L. and locus of control was neither strong nor 
significant. It seems that, although locus of control could be associated with general 
measures of subjective well -  being (i.e. for Q.O.L, Diener, 1984), it is not associated 
with area - specific subjective well -  being measures (i.e. Q.S.L.). However, a meta -
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analytic study on general subjective well -  being conducted by DeNeve and Cooper 
(1998) has supported our findings.
The positive relationship between self - esteem and Q.S.L. is consistent with past 
research in the area (Dew and Huebner, 1994; Huebner, 1994b; Bhaghat and Chassie, 
1978). Positive affectivity was positively related with Q.S.L., whereas negative 
affectivity negatively related with Q.S.L. From all the personality measures used in 
the present study school self — esteem appeared to hold the best predictive value for 
Q.S.L. since it explained 28.5% of its variance, followed by positive affectivity 
(24.7%). Any future attempts to increase levels of school satisfaction, in order to 
improve pupil’s performance and abilities, should carefully consider these two 
p>ersonality factors. Enhancement of school self — esteem could be obtained by means 
of a positive attitude of teachers towards pupils, with respect to their individual needs 
and use of positive teaching practices which include praise and enhancement of 
positive self - growth. Involvement in appropriate school activities could also increase 
positive affectivity, which was found an important predictor of Q.S.L. What is 
important with school self -  esteem and positive affectivity is that both factors may be 
amenable to change / improvement following an appropriate course of action.
In the present study it was found that personality factors are highly important in 
predicting Q.S.L. These results could be thought, as giving grounds for describing 
Q.S.L. as a trait rather than a state. If this is the case, Q.S.L. may be associated with 
the general way that pupils have been raised and the manner in which they have 
acquired specific attitudes towards school as a result of their upbringing. However, 
this hypothesis was not verified from the finding of lack of effect of parental socio­
economic and educational status on Q.S.L. It would be expected that highly educated 
parents and parents of high socio-economic status would value education more and, as
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a consequence, they would transfer a positive attitude towards school on their 
children. Moreover, if Q.S.L. functioned predominantly as a trait, it would be more 
stable over time, and less subject to change. Studies on Q.S.L. using longitudinal 
designs would bring far more interesting findings in relation to the function of Q.S.L. 
as a state or trait.
However, several reasons could account for the strong effects of personality on Q.S.L. 
Firstly, personality colours the whole range of our perceptions leading to a more 
positive or negative perception of Q.S.L. (DeNeve and Cooper, 1998). Secondly, 
Q.S.L. has been measured as a rather long-term condition in the present study. As a 
consequence, any other momentary mood / emotional or situational effects may have 
been ignored, and the effects of personality on Q.S.L. have been accented. In addition, 
f>ersonality traits may have predicted strongly Q.S.L. since school populations are 
usually considered to share many similarities in relation to some demographic 
characteristics (e.g. parental socio-economic class). Therefore, any personality effects 
might have become stronger, due to small effects of other population characteristics 
(Diener, 1996). This explanation could also account for the weak effects of 
demographic factors on Q.S.L., previously discussed.
The present study has also established successfully a model of Q.S.L. including 
demographic, personality factors and school stress. This model, which has been found 
statistically significant (Model F = 14.2, p< .000), implied that individual school 
factors, girls instead of boys and pupils from lower school grades will experience 
higher levels of school satisfaction, when increased levels of self - esteem and 
positive affectivity and reduced levels of school stress and negative affectivity 
mediate. The combination of all these factors was found to explain a large proportion
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of Q.S.L. variance (56%) and provide a strong theoretical framework for future 
research.
The present findings have certain implications for educational policy makers, school 
psychologists and individual schools. In order to improve Q.S.L. educationalists 
should consider the use and application of certain methods, which enhance positive 
affectivity and self -  esteem, since it is rather impossible to manipulate demographic 
factors. On the other hand the application of specific stress management programmes 
in school may enhance levels of Q.S.L.
It is important to emphasise some methodological weaknesses of the present study. 
Twenty-five sixth year pupils, for example, were included in the present sample. 
Although this proportion is enough to provide statistical analysis, is rather small in 
comparison with the number of pupils form other grades who participated in the 
study. Sample was also drawn from two schools only, therefore it could not be 
representative of the population of pupils in Scottish schools. In addition, although a 
significant number of variables have been included in the present model of Q.S.L., the 
effects of others, such as family, have been rather neglected. Even though the present 
study attempted to study school satisfaction as a school only related phenomenon, its 
significant relationship with family factors (i.e. family self -  esteem) indicated that 
family might have played an important role on pupil’s school perception and attitudes. 
Finally, the use of self -  report data could have influenced the interpretation of the 
results. For example, higher rates of school satisfaction, found in the present study, 
might be due to social desirable biases in pupils’ responses, affected by the presence 
of teachers during data collection (Diener et al., 1989).
Finally, it might be worth studying the effects of Q.S.L. on other behavioural 
variables, related to school, such as bullying. Such research would consider
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behavioural variables as outcome variables and Q.S.L. as a process variable. 
Additionally, since Q.S.L. was found to be associated with out of school factors 
(home self -  esteem), it would be also interesting to study its relationship with other 
problems that adolescents experience, for example substance use and abuse, which 
could be associated with school (e.g. peers) and out of school factors (e.g. family).
Chapter 6; Quality of School Life; Correlates and Predictors 
A Cross - Cultural Study between Greek and Scottish St^nnHary School
Abstract
The aim of the present research was twofold. Firstly, to compare levels of School 
satisfaction between Scotland and Greece, in secondary school - aged pupils from 
grades 4 to 6. Secondly, to determine the best correlates of school satisfaction 
(Quality o f School Life - Q.S.L.) for Scotland and Greece, in order to investigate 
factors associated with school satisfaction across the two countries. It was found that 
levels of Q.S.L. were higher in Scottish pupils than in Greek pupils. However, the 
best correlate and predictor of Q.S.L. was jjersonality (i.e. positive affectivity), 
regardless of nationality. Cross-cultural differences regarding Q.S.L. levels between 
Scottish and Greeks pupils could be attributed to the different ways that pupils view 
their school life in their country of origin. Such views could result from actual 
differences in the educational system (i.e. traditional vs. modem systems) between the 
two countries, as well as from methodological (e.g. design of Q.S.L. scale used) and 
cultural biases (e.g. importance of Q.S.L. across cultures) of the present research. 
However, the role of personality, and affectivity in particular, on Q.S.L., is discussed.
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6.1 Introduction
6.1.1 Defining Q.S.L.
Quality of School Life (Q.S.L.), which has been used as an indicator of pupils’ 
welfare (Anderson, 1982), could be defined as a general sense of student well -  being, 
determined by school related factors and educational experiences, resulting from 
pupils involvement in school life and their engagement in school environment.
To date, a few theoretical formulations have been developed for conceptualising 
Q.S.L. (e.g. The Multiple Discrepancies Theory, Michalos, 1985). The present 
research follows the School satisfaction approach, in relation to the construction of 
the scale used. School satisfaction / dissatisfaction is the cognitive appraisal of Q.S.L. 
(Huebner, 1994a) and it is considered a subjective construct (Baker, 1998) and also an 
aspect of pupils’ general subjective well -  being.
6.1.2 The importance o f  studying Q.S.L.
Past research has provided strong evidence that high levels of school satisfaction are 
positively associated with acceptance of educational values, commitment to school 
(Wehlage et al., 1989; Goodenow and Grady, 1992), higher motivation towards 
learning (Keys and Fernandes, 1993), and levels of learning as well, since satisfaction 
with school makes pupils more receptive to knowledge (Samdal, 1998). High school 
satisfaction has also been associated with decreased levels of school drop - outs 
(Okun et al., 1986; Ekstrom et al., 1986) and higher achievement according to own 
ability level (Voekl, 1995). Pupils who have positive perceptions towards their school 
are also less likely to engage in health compromising behaviours and to experience 
less health problems in general (lessor, 1991; Nutbeam and Aaro, 1991).
Lower levels of school satisfaction have been found to be positively associated with 
behavioural problems, poor school achievement (Baker, 1998), school alienation
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(Fine, 1986) and development of unhealthy behaviours (Samdal et al., 1998), since 
pupils with low school satisfaction tend to rebel against the school authority and may 
turn to “marginalised” peer groups, who experiment with behaviours like smoking 
and drinking (Perry et al., 1993).
6.1.3 Why com pare Scotland and Greece in relation to Q.S.L.
Although both Scotland and Greece are members of E.U., they differ in terms of life 
style and culture. Scotland contains a Westernised culture whereas Greece a culture, 
which is a mixture of Westernised and Eastern attitudes and beliefs, resulted 
predominately from its geographical position (in the middle of West and East). 
General attitudes in Greece are collectivistic in their nature (i.e. emphasis on the 
group rather than the individual), because of its Eastern influences, whereas Scotland 
posses individualistic ones (i.e. emphasis on the individual rather than in the group). It 
is well accepted, for example, that there is a higher emphasis on family life in Greece 
(Cameron et al., 1983) than in Scotland. Thus, it is assumed that norms of self — 
presentation, expression and responding may differ between the two countries. 
Furthermore, Scotland has a well - established educational system esp>ecially in 
secondary education, whereas in Greece there have been recent major reformations in 
the educational system (i.e. entrance system to higher education). In recent years there 
has been a lot of protests by Greek pupils and teachers expressing dissatisfaction with 
the educational system in relation to secondary and higher education. As noted in 
Cameron et al. (1983), the educational system in Greece has followed the traditional 
educational model (e.g. classical studies, moral education), which does not satisfy the 
needs of pupils and their parents as well as the needs of modem living (e.g. 
advancement in science). These traditional views are expressed in the aims of 
secondary education in Greece, that predominantly focus on the acquisition of
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knowledge. On the other hand, the educational system in Scotland is a modem one. 
The aims of secondary education in Scotland, apart from the acquisition of knowledge 
and skills, also include social and cultural competence and self -  development (The 
Scottish Office, 1992). Therefore, it would be of interest to compare levels of school 
satisfaction between a country with a well-established modem educational system and 
a country with a more traditional educational system.
Cross — cultural comparisons on Q.S.L. levels among European countries may also 
facilitate the convergence of different educational systems, which is one of the main 
purposes of the E.U. These comparisons may provide authorities with research 
evidence about any areas of school dissatisfaction that need to be improved, and as a 
consequence, this evidence will enable the focus of policy makers to narrow in 
relation to areas that need careful attention, in particular countries. However, by 
comparing different educational systems, this would offer evidence about which 
policies work best for pupils, tdthough as we will see later on, any differences in the 
levels of Q.S.L. may also be due to cultural, methodological and response biases.
6.1.4 Previous cross — cultural research on Q.S.L.
Previous cross -  cultural research regarding general Quality of Life (Q.O.L.) as well 
as Q.S.L. has mentioned significant differences across nations (e.g. Diener et al., 
1995). However, some of the literature that presented below, does not correspond 
with population and countries of interest, predominately due to lack of research on 
Q.S.L. in secondary school pupils in Greece and Scotland.
Veenhoven (1995) in a comparative study of university students that included 38 
nations and of general population in 28 nations, found that differences exist between 
Britain (North western Europe) and Greece (Southern Europe) in relation to happiness 
and life satisfaction for both, university students and general population. On a scale of
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1-7 ,  ratings of happiness and satisfaction with ones own live were higher for British 
University students than for Greek University students (5.22 and 5.20 respectively, 
and 4.42 and 4.83 resjjectively). In the general population, British appeared again 
more happy and satisfied with their life than Greeks (5.68 and 5.45 respectively and 
4.37 and 4.54 respectively). Unfortunately, it is unknown whether these differences 
were statistically significant in either case.
Samdal et al. (1998), in a study about student satisfaction in Finland, Latvia, Norway 
and Slovakia among 11, 13 and 15 year olds, found that students from Latvia and 
Norway were more satisfied with their school than students from Finland and 
Slovakia, although high levels of student satisfaction were reported in all countries. 
However, in all countries older students tended to be more satisfied with their school 
than younger students. In addition, the proportion of girls who were satisfied 
outweighed boys in all countries examined. Samdal et al. (1998) attributed their cross 
-  cultural findings to differences regarding educational systems and recent 
reformation in educational systems for some countries (i.e. Latvia). On the other hand, 
they attributed gender differences to school expectations from pupils. These 
expectations included being quite, attentive, adult -  oriented and articulate in using 
verbal skills in expressing knowledge, which mostly favour girls.
However, it may be important to note that there is no cross -  cultural study regarding 
Q.S.L. in secondary schools between Scotland and Greece.
6.1.5 Explaining Q.S.L. cross — cultural differences
One of the theories developed to explain cross — cultural differences in relation to 
general happiness is the Folklore theory (Veenhoven, 1995). According to the 
Folklore theory, life satisfaction is the reflection of a body of nationally held notions 
about life. These notions are mostly dependent on tradition and culture rather than on
126
the current circumstances of the country. According to this theory, if there was 
hardship in a specific domain (i.e. education) in an earlier generation, these negative 
attitudes would persist over next generations, despite change of situation. An example 
provided by Inglehart (1990) has supported these ideas. He suggested that France, 
Italy and USA could be characterised as cultures of “happiness” (i.e. appear with high 
levels of general satisfaction) despite disadvantaged living conditions for a relatively 
large part of the population.
Thus, differences in culture and political systems could also account for cross-cultural 
differences regarding students’ perception of school (Hirch, 1994). Such differences 
in European educational systems is evident. For example Eastern European schools 
have predominately focused on knowledge acquisition in a rather authoritarian setting 
(traditional views). Westernised educational settings, on the other hand, are more 
concerned with individual development of students (Hirch, 1994). In such westernised 
settings there is student involvement in teaching practices, which has been found to be 
associated with higher satisfaction (Voekl, 1995). One might therefore expect lower 
school satisfaction in Eastern Europe, despite recent political changes, than in 
Northern or Western Europe (Samdal et al., 1998). However, it might be important to 
note that there have also been studies, which have not found any differences in 
relation to school satisfaction between countries with different educational and 
political systems. Entwistle et al. (1989), in a comparative study in Hungarian (n = 
602) and British (n = 516) 12 — 15 year old students, found that pupils perceived their 
schools very similarly, despite contrasting educational and social systems.
Diener et al. (1995) have also discussed many reasons, why cross — cultural 
differences regarding general well -  being may occur. Firstly, some collectivist 
cultures, as opposed to individualistic ones, may devalue individual expression and
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dictate conformity to group ideas. Thus, even if someone is highly satisfied with his / 
her life at school may report lower levels due to conformity to the group. Secondly, 
response style in some cultures may permit more intense expression of attitudes than 
in others, hence some cultures may appear more satisfied in some domains than 
others. Thirdly, some cultures may perceive positive responses as more desirable and, 
as a consequence, they are more inclined to express positivistic views in comparison 
with others. Fourthly, the frequency that people have thought about a particular 
domain of life may influence their responses. Some cultures for example value 
satisfaction in a particular domain more than others do. Also, when people do not 
think frequently of a particular life domain this would lead to responses, near to mid 
group point of the scales. Social desirability could also influence people’s responses 
in relation to a particular life domain, indicating that there are differences across 
cultures in relation to how much, they believe that saying they are satisfied, is socially 
desirable. In collectivist cultures, as opposed to individualistic cultures, people tend to 
respond more positively in scales, in order to be seen in a desirable way by 
researchers. Finally, differences in levels of satisfaction across cultures may be due to 
objective conditions related to a particular life domain. However, when there are high 
aspirations and expectations in a particular society, about a particular domain, this 
may be associated with lower levels of satisfaction with this life domain.
Individual school culture may also be responsible for cross -  cultural differences. 
Dawson (1985), in a relatively small scale study (86 maladjusted pupils) drawn from 
6 different schools, found that the levels of school satisfaction were significantly 
different across schools. Between school differences, according to Dawson, might be 
attributed to different experiences that pupils have from different schools as a result of 
individual school environment and culture. Ainley et al. (1991) have also added that
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between school differences in Q.S.L. cannot be explained in relation to background 
differences of pupils.
Below we present some of the previous research regarding the association between 
Q.S.L. and the variables of interest. Due to the relative lack of research regarding 
Q.S.L. and secondary school pupils, literature is presented that also covers other 
populations (e.g. university students) in the area of general Quality of Life (Q.O.L.).
6.1.6 Q.S.L. and demographics (grade, gender)
Previous research regarding the association between demographics such as school 
grade and gender and Q.S.L. remains more or less inconclusive. With regard to school 
grade Okun et al. (1990) in a large scale study of both primary and secondary school 
pupils, found that the higher the school grade the lower the levels of school 
satisfaction. However, Huebner (1991a) in a study with primary school pupils found 
no grade effects on general life satisfaction. With regard to gender differences in 
relation to school satisfaction there has been consistent evidence that there are no 
gender effects on Q.S.L. (Shmotkin, 1990; Huebner, 1991; Bulcock et al., 1991; Hong 
and Giannakopoulos, 1994) with a few exceptions, mainly from the area of general 
Q.O.L. (e.g. Andrews and Witney, 1976).
6.1.7 Q.S.L. and school stress
Although there are no studies assessing the relationship between Q.S.L. and school 
stress, school could be a stressful environment affecting negatively school 
satisfaction. Elias (1989), for instance, suggested that major strains of adolescence 
include overemphasising success and lack of support in schools. Major changes in 
academic and social domains also characterise adolescence (Wenz - Gross et al., 
1997), as well as increased expectations for academic achievement (Eccles et al., 
1993). This is so because the learning environment in the secondary school becomes
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more demanding and complex than it was in the primary school. Eccles et al. (1993) 
also suggest that the student - teacher relationship is incongruent during adolescence, 
because students seek independence in their lives and teachers require more discipline 
from them.
6.1.8 Q.S.L. an d well -  being
With regard to the association between Q.O.L. and, as a consequence Q.S.L., with 
general well -  being, it has been suggested that they share a lot of variance (for an 
overview see Diener, 1984). Their high association indicates that Q.S.L. is associated 
with out - of - school factors as well, and it could influence out of school factors (i.e. 
health).
6.1.9 Q.S.L and personality
6.1.9.1 S e lf - esteem
The relationship between self - esteem and global life satisfaction, has produced, in 
general, moderate positive correlations (Dew and Huebner, 1994). Huebner (1994b), 
in his study with both primary and secondary school children in USA, found a 
positive and strong relationship between life satisfaction and self -esteem. Baker 
(1998) in her study of elementary school pupils (n = 129) also reported a moderate 
negative but significant correlation between school satisfaction and self — esteem (r = 
-.38, p < .001).
6.1.9.2 A ffectivity
There have been no studies available that examined the relationship between Q.S.L. 
and affectivity so far. However, negative affectivity has been found negatively 
correlated with measures of general life satisfaction, job satisfaction and happiness 
(Stokes and Levin, 1990). In addition, there has been evidence that negative
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affectivity is associated with stress (e.g. Watson, 1988), thus it would be hypothesised 
that negative affectivity may have an adverse effect on Q.S.L.
6.1.10 The present research
In the present study, firstly, we have tested whether there are any differences in the 
levels of Q.S.L. between Scottish and Greek pupils. Due to non-existent previous 
cross -  cultural research we were unable to comment about any cross -  cultural 
differences between Greece and Scotland regarding Q.S.L.
Taking into account previous research on the relationship between Q.S.L. and other 
factors, we have hypothesised that Q.S.L. is negatively related with negative 
affectivity and school stress and positively related with well -  being, self - esteem and 
positive affectivity, across cultures. Finally, the predictive value of individual factors 
on Q.S.L. was explored in order to investigate whether Q.S.L. levels are predicted by 
the same factors across cultures. It might be worth noting that the area of Q.S.L. has 
lacked research employing regression analysis in order to study the predictive value of 
specific factors towards Q.S.L., especially cross -  culturally.
It might be also worth noting that the variables selected to be studied in relation to 
Q.S.L., in the present research, have been previously shown as highly related with 
Q.S.L. or Q.O.L. (Quality of Life). We have also selected variables that apply to 
pupils as a whole and not to spiecial subgroups, variables that are amenable to change 
(Anderson, 1982) and variables which have been repeatedly shown to influence 
behavioural outcomes.
6.2 Method
For the purposes of the study a set of self — report scales was administered to a sample 
of secondary school pupils, from grades 4, 5, and 6 from one school in the Stirling
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area, Scotland and one school from Agrinio region in Greece. Both Stirling and 
Agrinio areas are considered to be rural in a large extend and both schools are 
considered of medium size in terms of student population. Teachers distributed the 
scales to pupils, during class time, accompanied by an information letter. The letter 
contained brief information about the general scope of the study. Participation in the 
study was entirely voluntary and anonymous.
The two samples were matched for gender and number of pupils per grade (table I). 
Greek and Scottish samples were not matched for parental educational and socio­
economic status. However, Q.S.L. was affected by neither of those variables, across 
cultures. Some missing data also existed but not to the point of interfering with the 
analysis.
6.3 Scales
Most instruments used in the present chapter have been described in detail in chapter 
3, with a few amendments to some of them, which are described below. Such 
alterations enabled use of identical measures across Greek and Scottish samples. 
Pupils in Greece completed translated versions of the scales used in the Scottish 
sample. Instruments used in this chapter include:
Quality o f  School Life Scale  
Demographic M easures
Student Stress Inventory (C hildren’s Version) (Alban M etca lfe  et al., 1982)
SSI is a standardised scale, which has been designed to assess pupil’s stress in school. 
It consisted originally of 40 items -  stressors, but seven items were excluded from the 
original scale since they were irrelevant to the Greek educational system. Therefore, 
both samples were compared on the 33 item version of the instrument.
132
P.G.l. General Well - B eing Scale (Verma et al, 1983)
Hare S e lf - esteem Scale (H SE S) (Hare, 1985)
Positive and Negative A ffec t Schedule (PANAS) (W atson et al., 1988 a)
6.4 Sample
The sample comprised of 359 pupils drawn from one secondary school in Scotland (n 
= 174) and one school in Greece (n = 185). The Scottish sample in this study is a 
subsample of the sample used in results chapters 4, 5, 7, 8, 9, 10. Only the sample 
from one school (4*, 5**’, 6* grades) was selected to be included in the present cross — 
cultural study, in order to have similar number of participants across cultures and 
pupils from the same grades. The selection between the two Scottish schools was 
based on the characteristics of this particular school (e.g. number of pupils in total) as 
well as pupils’ demographics (e.g. socio-economic status) that were similar to the 
Greek school and pupils. Approximately one third of the student population was 
sampled from each school. Response rate was almost 100%.
The questionnaires were administered in two classes, each selected randomly from 
grades 4 to 6, in both schools. The Greek sub-sample consisted of 75 (20.9%) fourth 
graders, 77 (21.4%) fifth graders and 34 (9.5%) sixth graders and the Scottish sub­
sample of 55 (15.3%) fourth graders, 93 (25.9%) fifth graders and 25 (7.0%) sixth 
graders (X  ^= 4.5, Df = 2, p < .064). Apart from grade, the two sub-samples were also 
matched for gender. The Greek sub — sample consisted of 87 males and 98 females 
and the Scottish from 76 males and 95 females (X  ^= .2, Df = 1, p < .625).
The majority of fathers (70%) and mothers (71%) of participants, in both samples, 
had not attained higher education. Socio-economic status of the parents of participants 
was between 2“* and 3"* socio-economic classes (intermediate, skilled, partly skilled)
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for the majority of both fathers (78%) and mothers (44%), whereas a percentage of 
46% of mother’s was economically inactive, in both samples. Differences regarding 
parental educational and socio-economic status were statistically significant within 
and between cultures.
Although there were not statistically significant differences between the two groups 
regarding the number of pupils per school grade, mean age of Greek pupils (16.1 
years) was significantly higher than of Scottish pupils (15.2 years) (t = -9.5, Df = 356, 
p < .000) (see table 6.1).
Table 6.1. Demographic characteristics by nationality
Variable Greek 
No (%)
Scottish
No (%)
Comparison
Gender
Males 87 (24.4) 76 (21.3)
Females 98 (27.5) 95 (26.7) X^= .2, Df= l ,p<.625
Grade
4<h 75 (20.9) 55 (15.3)
5'*' 77 (21.4) 93 (25.9) = 4.5, Df = 2, p < .064
b“- 33 (9.5) 25 (7.0)
Age (Sd) 16.1 (.9) 15.2 (.8) t = -9.5, Df = 356, p < .000***
Key : * p<0.05. ** p<0.01. *** p<0.001;
6.5 Results
6.5.1 Reliability o f  the scales used
Table 6.2 indicates that high reliability coefficients were obtained for Q.S.L. total for 
both Greek (.907) and Scottish (.899). When it comes to Q.S.L. domains moderate to 
high reliability coefficients were obtained for Greeks (.512 - .832) and Scottish (.439 -
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.766). Standardised scales also obtained high reliability coefficients for both Greeks 
(.643 - .872) and Scottish (.548 - .904), across measures.
Table 6.2. Reliability coefHcients of the scales used
Variable No of 
items
Greek
(n=186)
Scottish
(n=173)
Total
(n=359)
Q.S.L. total
Q.S.L. domains
14
(domains)
.907 .899 .922
Curriculum 4 .582 .570 .706
Attainment 4 .551 .538 .679
Teaching Methods 4 .655 .591 .564
Teaching Style 4 .666 .588 .737
Learning 4 .636 .755 .704
Personal Needs 4 .661 .596 .691
Assessment 4 .522 .606 .636
Ethos (School Factors) 4 .707 .764 .749
Ethos (Individual Factors) 4 .651 .624 .660
Support 4 .520 .647 .602
Career 4 .832 .766 .838
Relationships 4 .660 .621 .649
Environmental Factors (objective) 4 .655 .668 .639
Environmental Factors (subjective) 4 .512 .439 .518
School stress 33 .872 .904 .923
Well -  being total 20 .864 .868 .877
Positive affectivity 10 .800 .830 .813
Negative affectivity 10 .788 .803 .853
Self -  esteem total 3
(domains)
.643 .548 .607
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6.5.2 Differences between Greeks and Scottish regarding Q.S.L. total and domains
Table 6.3 indicates that a substantially and significantly higher school satisfaction 
(Q.S.L.) mean was obtained by Scottish pupils (162.7) in comparison to Greek pupils
(138.3) (t= 9.5, Df = 285, p < .000). Significantly higher scores were also obtained by 
Scottish in comparison to Greek pupils in all separate domains (p < .000) apart from 
Objective Environmental factors (sport facilities, fumishment, availability of social 
areas, food services), where Greeks obtained a significantly higher mean (10.5) in 
comparison to Scottish (9.8) pupils (t = -2.4, Df = 344, p < .016).
For the Greek sample higher school satisfaction was obtained in the Relationships 
(relationships with teachers, other pupils and friends at school) (11.3), Learning 
(motivation, progress in learning, critical thinking, interaction with others) (11.0) and 
Support (from teachers, friends, other pupils at school) (10.9) domains. The lowest 
means for the Greek pupils were found in Subjective Environmental factors 
(decoration, technical equipment, distance from home, safety) (8.3), Teaching Style 
(continuity, depth, integration, timing) (8.5), Personal Needs (activities, interests, 
personal needs in learning) (8.6) and Curriculum (structure, number of subjects, 
timetable, class activities) (8.7).
For Scottish pupils higher means were obtained at Career (preparation for job, new 
skills, self — awareness) (12.8), Relationships (12.7), Support (12.5) and Learning
(12.3) and the lowest in Objective (9.8) and Subjective (10.0) Environmental factors 
(see table 6.3).
Table 6.3. Q.S.L. total and domain scores by nationality
136
— Greeks Scottish
Variable Mean Mean Comparison
(Sd) (Sd)
^SXTtotal 138.3 (23.6) 162.7 (19.6) t = 9.5, Df = 285, p < .000***
Q.S.L domains
Curriculum 8.7 (2.1) 11.6(1.8) t = 13.6, Df = 348, p < .000***
Attainment 9.8 (2.2) 12.3 (1.5) t = 12.1, Df = 350, p < .000***
Teaching Methods 10.1 (2.3) 11.1 (1.9) t = 4.4, Df = 350, p < .000***
Teaching Style 8.5 (2.5) 11.2 (1.8) t = 11.5, Df = 349, p < .000***
Learning 11.0 (2.6) 12.3 (2.2) t = 5.1, Df = 355, p < .000***
Personal Needs 8.6 (2.6) 11.0 (2.1) t = 9.3, Df = 351, p < .000***
Assessment 9.4 (2.3) 11.6 (2.3) t = 8.7, Df = 351, p < .000***
Ethos (School Factors) 9.5 (2.8) 10.9 (2.5) t = 5.4, Df = 353, p < .000***
Ethos (Individual Factors) 10.7 (2.7) 12.1 (2.0) t = 5.4, Df = 349, p < .000***
Support 10.9 (2.4) 12.5 (2.5) t = 5.9, Df =  347, p < .000***
Career 10.4 (3.3) 12.8 (2.2) t = 7.9, Df = 352, p < .000***
Relationships 11.3 (2.3) 12.7 (2.0) t = 5.9, Df = 347, p < .000***
Environmental Factors (objective) 10.5 (2.7) 9.8 (2.6) t = -2.4, Df = 344, p < .016*
Environmental Factors (subjective) 8.3 (2.3) 10.0 (2.1) t = 6.9, Df = 342, p < .000***
Key : * p<0.05, p<0.01. *** pcO.OOl;
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6.5.3 The association between gender / grade and Q.S.L.
For both Greek and Scottish samples, females produced significantly (p < .05) higher 
total scores than male pupils in Q.S.L. Scottish males (158.7) and females (165.4) also 
presented significantly (p < .000) higher Q.S.L. total means in comparison with Greek 
male (133.0) and female (142.1) pupils respectively (see table 6.4).
Additionally, for both Greek and Scottish samples, separately, Q.S.L. total means 
were not found to significantly differ across 4“‘, 5“*, and 6“* grades. For Greeks the 
higher Q.S.L. rates were found in 6* grade (140.5) followed by 4* (139.1) and 5*** 
(136.2). A similar pattern of Q.S.L. means was found for Scottish pupils as well, as 6* 
and 4*** graders scored the highest mean (163.9) followed by 5'*’ graders (161.3). Cross 
— cultural comparisons across grades have also revealed that Scottish pupils scored 
significantly (p < .000) higher than Greek pupils across all the different grades in 
relation to Q.S.L. total (see table 6.4).
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Table 6.4. Association between demographics and Q.S.L. total by nationality
Variable Greek Scottish Comparisons
Q.S.L. Q.S.L.
mean mean
(Sd) (Sd)
Gender Greeks (m ales vs. fem ales)
Males 133.0
(25.9)
158.7
(21.7)
t = -2.3, Df = 143, p < .020* 
Scottish (m ales vs. fem ales)  
t = -2.0, Df = 137, p < .048*
Females 142.1 165.4 Greeks V5. Scottish (males)
(20.8) (17.9) t = 5.9, Df = 119, p < .000*** 
Greeks vs. Scottish (females) 
t = 7.7, Df = 161, p < .000***
Grade Greeks (4"' V5. vs. 6"')
4th 139.1
(26.6)
163.9
(20.4)
F = .4, Df = 2,143, p < .686, n.s.
Scottish (4 ‘^  vs. 5 '*  vs. 6''')
F = .3, Df = 2,138, p < .751, n.s.
5*" 136.2 161.3 Greeks vs. Scottish (4‘^ )
b*“
(23.2)
140.5
(16.6)
163.9
t = 5.3, Df = 108, p < .000*** 
Greeks vs. Scottish (5 '* )  
t = 7.1, Df = 123, p < .000***
(16.2) (25.9) Greeks vs. Scottish (6'^)
t = 4.0, Df = 50, p < .000***
Key : * pcO.05, p<0.01, *** p<0.001
6.5.4 Cross — cultural differences between Greek and Scottish pupils in relation to 
school stress, well — being, self — esteem and affectivity. Associations between 
Q.S.L. toted an d school stress, well — being, se lf — esteem and affectivity 
Table 6.5 indicates that Greek pupils scored significantly higher on school stress (t = - 
11.9, Df = 294, p<.000) iind negative affectivity (t = -13.9, Df = 331, p < .000) in
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comparison to Scottish pupils. However, Scottish pupils scored significantly higher in 
well -  being total (t = 5.9, Df = 318, p < .000), self -  esteem total (t = 5.6, Df = 334, p 
< .000), school self-esteem  (t = 9.3, Df = 341, p < . 000) and home self -  esteem (t = 
3.4, Df = 348, p < .001) in comparison to Greek pupils. The two samples were not 
found to significantly differ in relation to levels of positive affectivity and p>eer self -  
esteem.
Peer self — esteem was not found to be associated with Q.S.L. total for neither Greek 
nor Scottish pupils. On the other hand school stress was not found to be significantly 
associated with Q.S.L. for Greek pupils only. However well -  being and other 
personality measures presented moderate to high correlations for Scottish and low to 
moderate correlations for Greeks. In addition, peer self — esteem was not found to be 
associated with Q.S.L. total for both samples. As shown in table 6.5, for Greek pupils, 
the highest positive correlations were found between positive affectivity and Q.S.L. 
total (r = .400), followed by Q.S.L. associations with home self -  esteem (r = .266), 
self-esteem total (r = 228), well -  being total (r = .221) and school self -  esteem (r = 
.223). A quite high negative correlation was also produced between Q.S.L. total and 
negative affectivity for Greeks (r = -.303).
Just like Greek pupils, for Scottish pupils the highest correlation was produced 
between positive affectivity and Q.S.L. total (.495), followed by the associations 
between Q.S.L. total and school self -  esteem (r = 476), self — esteem total (r = .368), 
well -  being total (r = .355) and home self -  esteem (r = .334). Moderate negative 
correlations were produced between Q.S.L. and negative affectivity for Scottish (r = - 
.372), followed by the association between Q.S.L. total and school stress (r = -.318) 
(see table 6.5).
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6.6 Discussion
The scales used in the present study appeared highly reliable in both cultures, 
indicating that they could be used safely in future research. This is especially the case 
for Greece, where there is a lack of standardised measures. The new Q.S.L. scale 
could be used by educational authorities and individual schools in Greece in order to 
test satisfaction / dissatisfaction with school. However, additional data are needed, in 
order to further establish reliability and produce norms for all scales, including Q.S.L. 
It may also be preferable to use the scale as a whole rather than by individual 
domains, at this stage, since higher reliability coefficients were produced for the total, 
across cultures. When it comes to its validity, the high associations produced between 
Q.S.L. total and other standardised measures provided a positive indication for its 
concurrent validity.
Q.S.L. total and domain totals were found significantly higher in the Scottish pupil 
sample in comparison to the Greek one. Unfortunately there is no previous cross — 
cultural study between Greek and Scottish pupils regarding Q.S.L., to compare the 
present findings. However, in a recent study by Veenhoven (1995), higher mean 
ratings of general satisfaction and happiness in a general population sample and 
University student sample were reported, for British in comparison to Greeks.
Several reasons could explain cross — cultural differences between Greece and 
Scotland in relation to Q.S.L. Firstly, it might be important to mention that the present 
Q.S.L. scale was designed with school / educational quality criteria set by the Scottish 
educational authorities and not by the Greek. As a consequence, Greek authorities 
may value different Q.S.L. domains, not examined in the present scale, hence Greek 
pupils have reported lower Q.S.L. levels on the current measure. We could also 
attribute those cross -  cultural differences to the individual culture of each country
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and their unique views about current educational systems (Veenhoven, 1995). Thus, 
Greek pupils may be less satisfied with their school life because of their general 
negative views about the educational system. In addition, we could attribute these 
findings to actual differences across the systems. To be more specific, there is still a 
traditional educational system in Greece whereas in Scotland a modem one, which 
promotes pupils involvement in teaching practices (e.g. Voekl, 1995). Traditional 
educational practices may have led to dissatisfaction with the educational system by 
parents and pupils in Greece (Cameron, 1983). Individual school culture may also be 
responsible for these differences (Dawson, 1985), considering that only two schools 
were included in the present study. In order to control for school effects, more schools 
should have been included from both advantaged and disadvantaged regions. As far as 
future research is concerned, it might be highly important to conduct studies that 
includes other EU member states as well. Such research would probably provide a 
clearer picture of Q.S.L. levels across different countries and systems.
For the Greeks, highest school satisfaction was obtained in the Relationships 
(relationships with teachers, other pupils and friends at school). Learning (motivation, 
progress in learning, critical thinking, interaction with others) and Support (from 
teachers, friends, other pupils at school) domains and the lowest were found in 
Subjective Environmental factors (decoration, technical equipment, distance from 
home, safety). Teaching Style (continuity, depth, integration, timing). Personal Needs 
(activities, interests, personal needs in learning) and Curriculum (stmcture, number of 
subjects, timetable, class activities). For the Scottish pupils higher means were 
obtained in Career (preparation for job, new skills, self -  awareness). Relationships, 
Support and Learning and the lowest found in Objective (sport facilities, fumishment, 
availability of social areas, food services) and Subjective Environmental domains. It
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could be concluded that both cultures perceive Learning, Support and Relationships as 
highly satisfying domains in their school. However, apart from Subjective 
Environmental factors, different domains with lower ratings were identified, across 
the two cultures, indicating that educational authorities in each country should 
consider different school factors for improvement. Nutbeam et al. (1998) have pointed 
out that by increasing pupil’s participation in decision making at school, levels of 
Q.S.L. may increase as well.
Females scored higher in Q.S.L. total across cultures than males and Scottish males 
and females also scored higher on Q.S.L. total than Greek males and females 
respectively. As it was noted in the introduction previous research regarding gender 
and Q.S.L. was in favour of no differences across the sexes (e.g. Huebner, 1991; 
Bulcock et al., 1991), although research in the area of general Q.O.L. has confirmed 
this finding (e.g. Andrews and Witney, 1976). Similar to previous research (e.g. 
Okun et al., 1990), sixth graders were among the most satisfied with their school life, 
although for Scots there were not differences in the means between 4* and 6* graders. 
For both Greek and Scottish pupils it was found that positive affectivity is the best 
correlate and predictor for increasing Q.S.L. Several reasons, however, would account 
for the strong effects of personality factors (such as affectivity) on Q.S.L. Firstly, 
personality and especially affectivity, colour the whole range of our perceptions 
leading to a more positive or negative perception of Q.S.L. (DeNeve and Cooper, 
1998). Secondly, Q.S.L. has been measured as a rather long-term condition in the 
present study and consequently, any other situational effects might have been ignored, 
and the effects of personality on Q.S.L. might have been accented (Diener, 1996).
A weakness of the present research was that Greek and Scottish samples were not 
matched for parental educational and socio-economic status, although there is some
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evidence that such factors can influence Q.S.L. total (e.g. Bulcock et al., 1991). Thus, 
further research, with more controlled samples between and within cultures, is 
required, to verify the findings of the present study. However, Q.S.L. total was not 
affected by father’s and mother’s educational level (comparisons were made between 
those who attended higher education and not) and father’s and mother’s socio­
economic status for both Scottish and Greeks (comparisons were made between six 
different socio-economic classes including professional, intermediate, skilled, partly 
skilled, unskilled and economically inactive). In addition, further research is required 
with samples drawn from more schools in both cultures to verify the findings of this 
study, as in the present study the sample was derived from one school in Greece and 
one school in Scotland, therefore they could not be representative of the student 
population in both cultures.
A general conclusion that could be drawn from the present research is that the two 
cultures differ in the levels of Q.S.L. and they score high and low in different 
domains. However, we are unable to conclude whether these differences are due to 
cultural variations or any other methodological biases of the present research. 
Secondly, regardless of any cultural differences between Scotland and Greece, Q.S.L. 
was better predicted by personality factors (i.e. positive affectivity). Thus, 
determinants of Q.S.L. may be the same for different cultures, although such 
hypothesis should be tested further in studies with more countries as participants.
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Chapter 7; Factors Associated with Higher Self — rated Performance 
Across Different School Subjects and Overall
Abstract
School grades are widely used by schools as a criterion for assessing acquired 
learning and school achievement. Because of common use of grades and their 
implications for pupils’ career planning, a study concerning the factors that influence 
and predict high / low secondary school performance in specific subjects and overall, 
as measured by grades, is well - justified. For the purposes of the present research, a 
set of scales (demographics, school - related measures, well -  being, and personality 
measures) was administered in a sample of secondary school pupils (n = 425) in 
Scotland, in order to determine their predictive value towards self - rated 
performance, in specific subjects and overall. Results indicated that gender was the 
best predictor o f self -  rated performance in English and Arts with females more 
likely to report higher level grades in these subjects. High levels of well -  being were 
found the best predictor of high level self -  rated performance in maths and science. 
Although well - being was found a good predictor of self — rated performance in 
modem studies, school was its best predictor. None of the factors examined in the 
present study survived the criteria stated, to test its predictive value regarding self -  
rated performance in geography. Finally, overall high self -  rated performance was 
predicted at best by lower levels of negative affectivity and higher levels of school 
self -  esteem. Educational implications of the findings are discussed.
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7.1 Introduction
Providing a working definition of assessment, and especially educational assessment, 
is a matter of controversy in educational research. Dictionaries tend to define 
assessment in terms of an object’s value. However, educational assessment also 
includes what teachers think about pupils’ abilities and performance. Assessment 
usually results from the interaction between pupils and teachers, in order to obtain 
information about pupils’ acquired knowledge and understanding of the material 
taught (Rowntree, 1987).
Because it is rather difficult to provide a consistent working definition of assessment, 
previous literature has suggested that it would be more feasible to focus on specific 
dimensions of assessment rather than on definitions. These dimensions correspond to 
different key activities in the process of assessment and included “why to assess” 
(what effects assessment is expected to produce), “what to assess” (what one is 
looking for), “how to assess” (what kind of means), “how to interpret” (explaining 
and attaching meaning to assessment) and “how to respond” (ways of expressing the 
response of whatever has been assessed). (Rowntree, 1987)
Historically, formal assessment methods started to be used in Britain in the early 19'*’ 
century. The medical profession firstly introduced qualifying exams in 1815, in order 
to determine competence and access to professional membership (Broadfoot, 1979). 
Before the 19'*’ century social status and patronage, rather than academic achievement, 
was the criterion for embarking into a specific occupation. After 19'*’ century, the need 
for new criteria became well - justified, due to the increasing demands for trained 
middle class workers. While assessment systems were being established in different 
professions. Universities started to introduce their own selective exams at 1850. In 
order to establish standards for university entry, the School Certificate was introduced
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in secondary education, increasing the needs for developing assessment methods 
(Gips, 1990).
Pupils’ school assessment may take various forms (i.e. tests, exams, oral exam). 
American literature (i.e. Scriven, 1967) has also distinguished among different types 
of assessment, serving different purposes of evaluation. For example, formal 
assessment, which refers to the teachers’ evaluation of pupils performance on specific 
tasks, versus informal assessment where teachers evaluate performance on regular 
activities that are being carried out anyway as part o f the class (e.g. Webb et al., 
1969).
Till now, several educational assessment systems have been developed. Their basic 
characteristics have been their quantitative nature, their indirect form (measurement 
by inference rather than objective scales) and their relative format (no units of 
achievement are present). They are also characterised by errors in measurement, 
common in any field of measurement (Noll and Scannell, 1972).
Assessment in education could serve a variety of purposes. It could be used for 
selection purposes, for educational opportunities or career, for maintaining the 
educational standards, and for giving students’ motivation and feedback to continue 
their work. Assessment could also provide the teacher with some feedback to evaluate 
his / her work (Rowntree, 1990).
Assessment of performance in secondary education is based on various indices of 
student competence, such as grades, p>erformance on qualifying examinations or small 
projects. However, grades in general have been used more than any other criterion for 
assessing school success (Hartnett and Willingham, 1980). One of the main reasons 
for undertaking valid and worthwhile research on school success lies on the fact that it 
is associated with learning, on the grounds that school success / failure, as measured
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by grades, is an indicator of the quantity and the quality of learning that one gains at 
school.
Grades as an indicator of school performance possess many positive qualities. They 
represent readily available criteria, which are common in the majority of institutions 
(Wilson, 1978). They could be used as a common criterion for assessment in a variety 
of subjects, facilitating comparisons in performance (Boldt, 1970), and they have 
consistency over time for the same pupil for the same school subject (Harnett and 
Willingham, 1980). However, grades as a criterion for school assessment possess 
many weaknesses as well. A narrow range of units of measurement, in many 
instances, which usually fails to capture the variations in student accomplishment, is 
one of them. Differences in grading systems among different institutions also make 
any performance comparisons difficult, as far as cross — sectional research designs, 
related to between schools differences in performance, are concerned. Finally, grades 
may be assigned arbitrarily, facilitating differences among different markers (Harnett 
and Willingham, 1980).
Literature till now has provided evidence that school achievement or school failure 
are subject to various factors including family, especially at the early stages of 
education, personality and school factors. Family factors include parenting practices 
(parenting and quality of interactions) (Steinberg, 1990; Baumrind, 1991), parental 
involvement in children’s educational activities (Hess and Holloway, 1984), parental 
provision of educational opportunities and resources (Hess and Holloway, 1984; 
Stevenson and Lee, 1990). However, it is important to emphasise that past research 
has suggested that the relationship between school success and family / parenting 
factors is mediated by various personality (e.g. self - esteem) and school factors (e.g. 
family - school linkages) (Wentzel, 1994).
152
As children proceed to higher educational stages, personality, school and 
demographic factors become more evident in school achievement (Whyte, 1988). 
Kaplan (1986) has suggested that school achievement is subject to school itself, where 
some schools are more successful than others, teacher’s expectations, socio-economic 
status (occupational, educational, ethnicity, size of family, educational resources), 
gender, intelligence, personality (locus of control, extroversion / introversion, 
neuroticism) and other school factors such as attitudes towards school, motivation, 
cognitive style of the learner. A1 - Methen and Wilkinson (1995) also proposed that in 
studies assessing factors, which contribute to unsuccessful learning, although 
personality and demographic factors are widely used, contextual problems related to 
school and classroom (e.g. classroom conditions, curricular inadequacies, relationship 
with teachers) have been usually ignored. However, there has been some evidence 
that school factors can influence school failure or success (Rutter and Madge, 1976; 
Rutter et al., 1979).
7.1.1 Demographics and secondary school performance
Before we start presenting research findings concerning the effects of demographics 
on school performance, it is worth mentioning that according to past research both 
pupils’ and teachers’ demographic background are important factors in influencing 
teachers’ assessment of performance. Farkas et al. (1990) conducted a study in 22 
middle schools in USA (n = 486 pupils) and found that among other factors, students’ 
and teachers’ background characteristics could influence rewards (grades) given by 
teachers in music and arts. They also provided evidence that pupils’ socio-economic 
status could influence teachers’ rewards, implying that pupils of higher socio­
economic status are being given higher grades by teachers. However, these effects
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were small and dependent on pupils’ other demographic characteristics, such as age 
and gender.
Relatively recent research concerning the association between gender and school 
achievement has mostly favoured girls (Bulcock et al, 1991). Earlier research though 
has shown that boys perform better in numerical, spatial and mathematical skills and 
girls perform better in verbal and linguistic tests (Tyler, 1956; Anastasi, 1958; 
Maccoby, 1966). Meta - analytical studies conducted by Hyde (1981), Feingold
(1988) and Marsh (1989) on gender differences in relation to performance in 
mathematics have shown that the differences in achievement which have favoured 
girls were very small. Moreover Ethington (1990) analysing data from mathematics 
performance of grades 7 and 8 in eight countries found no gender differences overall. 
Even when such differences were present, they were in favour of girls. Linn and Hyde
(1989) conducted a meta - analytical study on gender differences in science but they 
did not find any statistical effects of gender. They concluded that girls were equally 
capable as boys of doing well in physics, chemistry, biology and mathematics. 
Although previous results concerning gender differences in performance appear 
controversial, several studies have attributed gender differences in performance to 
one’s motivational style. Simon and Feather (1973) suggested that women tend to 
attribute exam success to external causes more than men do, reducing the credit that 
could take for them. Dweck et al. (1980) found that women were more likely to 
attribute any failures to lack of specific abilities, thus they were more likely to 
anticipate any future failures (see also Rogers et al., 1989). Motivational patterns in 
classrooms are usually a combination of personal (expectations and values) and 
situational factors (impact of teacher) (Elliot and Dweck, 1988; Dweck and Leggett, 
1989). Farmer et al. (1991) proposed that individuals were more motivated to achieve
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in particular contexts than others. In a study of 6 Illinois high schools (n = 1164 of 9“ 
and 12“’ graders), they found that girls preferred the school achievement context and 
boys sport achievement contexts.
Age effects on school performance has been a long -  standing issue in the educational 
agenda, since it is associated with the arguments concerning the age of formal school 
entry (Hauck and Finch, 1993). Previous research has suggested that the youngest 
members of a class achieve less than older pupils, even when the age difference is a 
few months (Sweetland and De Simone, 1987; Cameron and Wilson, 1990). Hauck 
and Finch (1993), who studied the effect of age on achievement in maths and reading 
in middle schools in USA (n = 993 pupils from grades 6, 7 and 8), did not find 
statistically significant age effects on reading performance. However, there were 
differences among different age groups in maths with 6* graders to report higher 
grades than younger pupils. Moreover, they found that pupils who had repeated one or 
more grades were also the youngest in their class. Hauck and Finch concluded that the 
effect of age on achievement is present in lower grades but it tends to diminish in 
higher grades. Finally, DeMeis and Steams (1992) examined the relationship of 
school entry age and school performance in a set of studies, in various grades, mainly 
from secondary schools, including subjects with emotional problems (unspecified) 
and talented students. They supported the idea that children, who are younger when 
they enter school, experience more academic difficulties than those who enter school 
at an older age. In addition, Finlay (1981), found that 57% of the honour students at 
the University of Florida (Academic Year 1978 - 1979) were 1*‘ bom compared to 
38% of non-honour students.
When it comes to the relationship between socio-economic background and 
performance, Gibson and Asthana (1998) have investigated the effect of socio-
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economic background on pupils’ performance in the General Certificate of Secondary 
Education (GCSE) in 259 schools, in 12 local educational authorities (LEA’s) in 
Britain. They concluded that “individuals can do well whatever their circumstances”, 
indicating that there is no socio-economic effect on performance in the above exams.
7.1.2 School factors and school performance
Although there is no previous research assessing the relationship between Quality of 
School Life (Q.S.L.) (i.e. school satisfaction) and school performance, school factors 
have been found to play a crucial role in school achievement. School and classroom 
contextual variables (e.g. unsuccessful learning, teacher qualities) have been found to 
relate significantly with school success or failure (Whitmore, 1980; A1 - Methen and 
Wilkinson, 1995). Previous research has also suggested that school factors (e.g. 
quality of teaching) could interact with other factors (e.g. demographics) influencing 
levels of success or failure in school. Evidence concerning the relationship between 
Q.S.L. and performance can also be found in literature concerning general attitudes 
towards school. Attitudes towards school, in general, have been associated with 
performance (Youngman, 1988). Poor attitudes towards school may lead to decreased 
levels of academic performance (e.g. Golicz, 1982; Richards et al., 1984).
Typically, research on stress in relation to school performance has focused on test or 
exam stress (Fimian et al., 1989). Although severe exam and test stress could be 
found in many students in schools (e.g. Sharp and Thompson, 1992) this was not the 
only source of stress that pupils experience at school. Overall, it has also been 
suggested that there is a negative relationship between general stress and school 
performance (Heinrich and Spielberger, 1982; Cole and Sapp, 1988). This is mainly 
due to the effects of stress on general and school functioning. Stress could result to 
avoidance behaviour / study delays (King et al., 1992) and it could also interrelate
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negatively with personality factors, such as self - esteem (Strassberg, 1973; King et 
al., 1992; Williams, 1993). In the case of test anxiety, there is no de facto evidence 
suggesting that performance is negatively related with levels of arousal and there have 
been referred some instances, where performance was stimulated by stress (Alpert and 
Haber, 1960; Dusenbury and Albee, 1988; Covington and Omelich, 1988). Becker 
(1982) suggested that the negative relationship between test performance and stress 
levels holds at certain points in the achievement circle, meaning that other factors 
(e.g. situational) might mediate this relationship. Finally, Newbegin and Owens 
(1996), assessing the effects of various measures of anxiety on performance in maths 
and English in 276 pupils from two male secondary colleges in Melbourne, Australia 
(Grades 7 - 12), found that test anxiety could influence significantly and negatively 
performance, especially in maths. Study anxiety, on the other hand, was found to 
influence significantly and positively the performance in English only.
7.1.3 Well - Being a n d  school performance
Although general well - being is an important aspect of human life and has many 
emotional and behavioural implications, previous research concerning well - being 
and school performance is rather limited. Mechanic and Hansell (1987), assessing the 
relationship between school competence and physical health / participation in school 
activities (i.e. sports) in 1057 adolescents from 19 schools, in grades 7*, 9* and ll*** 
in USA, found that those adolescents, who had the least participation in school 
activities, also reported lower achievement. Moreover, Pietila and Jarvelin (1995) by 
examining the relationship between school performance and physical health in a 
sample of 2000 adults in Finland after finishing school, concluded that physical and 
social well -  being (self - assessed) were associated with successful school 
performance.
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7.1.4 Personality and school performance
Previous research has claimed that personality factors could be a good estimator of 
school performance, although results, especially from earlier research, remain 
inconsistent (Banks and Finlayson, 1973).
Fong and Resnick (1986) have suggested that self - esteem could play an important 
role in children’s ability to do well at school (see also Leonardson, 1986; Robinson - 
Awana et al., 1986). Past literature has also claimed that self - esteem could predict 
performance and account for grades’ variance (e.g. Strassburger et al. 1990). In some 
studies self -  esteem also appeared as the best indicator when compared with other 
variables (e.g. Youngblood, et al., 1976 for family environment and socio-economic 
status). Apart from the studies, which have supported a strong and significant 
relationship between self - esteem and school performance (e.g. Coopersmith, 1967; 
Purkey, 1970; Rosenberg and Simmons, 1972; McCormick and Williams, 1974; 
Bhaghat and Chassie, 1978; Zeeman, 1982; Wanat, 1983), another bulk of previous 
research has ended in the opposite findings (Kunce et al., 1972; Abadzi, 1984; Byrne, 
1986; Demo and Parker, 1987; Alsaker, 1989). Other studies claimed that there is a 
relationship between school performance and self - esteem only for specific subjects 
(Mboya, 1986; Richardson and Lee, 1986), or there is a relationship between self - 
esteem and school achievement, when other variables intervene (e.g. Alpert - Gillis 
and Connell, 1989; Skaalvik, 1990 for gender; Rubin et al., 1977 for socio-economic 
status and ability). In addition, there have been studies which found that higher grades 
could help the enhancement of self - esteem in pupils, indicating that the relationship 
between performance and self -  esteem may be reciprocal (Faunce, 1984). Due to 
such diversity in findings, current research has mainly focused on the study of school 
self - esteem in relation to performance (Eshel and Kurman, 1991; Rosenberg et al..
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1995). In secondary school children, Newbegin and Owens (1986) (n = 276 from two 
secondary colleges in Melbourne, Australia) found that academic self - esteem is 
positively related to academic achievement in mathematics and English. Keltikangas - 
Jarvinen (1992) has also confirmed the hypothesis that self - esteem, as measured with 
Coopersmiths’ Self - esteem Inventory, is a good predictor o f school achievement (n 
= 1253 randomly selected adolescents in Finland). She also found that general self - 
esteem and home self - esteem were significantly related with future performance.
In contrast to the findings about the relationship between self - esteem and school 
achievement, results concerning the relationship between locus of control and school 
performance are in general more consistent and robust (Uguroglov and Walberg, 
1979). It has been claimed that there is a positive relationship between academic 
achievement and internal locus of control (Finch et al., 1957; Nowicki and Strickland, 
1973; Bhaghat and Chassie, 1978; Findley and Cooper, 1983), although the effect 
might diminish when other variables are controlled (i.e. IQ, Ollendick and Ollendick, 
1976 or socio-economic level, Shaw and Uhl, 1971). Bar - Tal and Bar - Zohar (1977) 
reported that in 31 out of 36 studies reviewed, internal locus of control was associated 
with school achievement. Findley and Cooper (1983) explained the positive 
relationship between internal locus of control and achievement in terms of the effort 
that high internally motivated students might make. Moreover, past literature has also 
indicated that internal locus of control is associated with specific behaviours that 
increase the probability for success. For example, Ducette and Wolk (1972) showed 
that externals tend to exhibit less persistence in tasks. However, there have also been 
those studies that have reported no relationship between locus of control and school 
performance (e.g. Stipek and Weisz, 1981; Ferrari and Parker, 1992). With respect to 
secondary education. Boss and Taylor (1989) by studying the relationship between
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locus of control and academic achievement (n = 267 9“’ graders in USA) confirmed 
the hypothesis that internals had higher academic achievement than externals.
When it comes to the relationship between affectivity and performance, there has 
been some evidence in the previous literature that dispositional mood could influence 
affective outcomes and as a consequence performance (Humphreys and Revelle, 
1984; Economou and Angelopoulos, 1989; George, 1992). Carson and Carson (1993) 
studying the effects of negative affectivity on performance, across different goal 
levels, in a sample consisted of 63 undergraduate students, claimed that high levels of 
negative affectivity do not affect performance quantity but it would affect 
performance quality, with high negative affectivity students maintaining higher 
quality performance as the goal settings increased. They attributed these differences 
between high and low performers on their focus on performance quality vs. quantity. 
Low negative affectivity students tended to focus on performance quantity whereas 
high negative affectivity students focused predominantly on performance quality.
7.1.5 The presen t research
The importance of studying school performance lies in the fact that it will most likely 
affect the future occupational professional career of pupils, since it is grades that are 
predominantly used as criteria for University / College entry and access to 
professional qualifications.
The present research aimed to study the relationship between and the predictive value 
of demographic, school, non -  school and personality factors on self — rated 
performance in different secondary school subjects and overall. It was aimed to 
determine whether self — rated performance in different subjects and overall was due 
to the same or different factors. Previous research has failed to answer whether the 
same factors are responsible for actual or self - rated performance in different school
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subjects, since such research has predominantly focused on the study of specific 
subjects and specific factors only. On the other hand, the present research attempted 
to determine which of the factors, studied in the present research, was of the greatest 
importance in predicting self -  rated performance in different subjects and overall. 
Therefore, the effects and predictive value of factors and clusters of factors were 
equally studied across different school subjects. In addition, a wide range of factors 
has been included in the present study (i.e. demographic, school, well -  being, 
personality), thus the selection of the factor with the highest predictive has been done 
from a wide spectrum of factors.
However, it might be worth emphasising that the correlates of self — rated 
performance rather than of actual performance were studied in the present study. No 
study has been found on self — rated school performance or addressing the 
concordance between self — rated and actual performance, therefore this issue may 
need to be addressed in future research. In the present study, we chose to study self -  
rated performance as opposed to actual performance in order to collect anonymous 
data regarding a wide range of factors, also acknowledging time constraints, as well 
as additional ethical considerations that apply when access to school files is 
concerned. On the other hand, the use of self -  rated performance data provided the 
opportunity to check whether there was any discrepancy in the results between the 
present study that used self -  rated data and other studies that incorporated actual 
performance data. Nevertheless, there is always the risk that pupils have not reported 
their actual grades obtained across subjects, despite reassurances about the anonymity 
and confidentiality of the responses. However, such a research issue may concern all 
the studies that have used self -  rated data. Another methodological weakness of the 
present self — rated data concerns the scale used by pupils to record their grades.
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Although the actual scaling currently used by schools is A, B, C etc., pupils, in the 
present study, were asked to report their grades in terms of “lower”, “middle” and 
upper level. One might argue that pupils may have different representation of 
whether a B grade was an upper or middle level grade. Thus, the present results 
should be treated with caution and probably as an indication of “attitudes to 
performance” rather than of “self -  rated performance”.
Statistical methods used by previous studies on school performance have 
predominantly included correlational designs, or simply detection of any differences 
between high and low performers. Use of regression analysis and especially the use of 
Logistic regression for determining those factors that would predict performance in a 
given subject or overall performance, has been rather neglected in the past. The 
present study has used regression models (i.e. Logistic, Simple, Multiple) for the 
study of self — rated performance in different subjects and overall.
7.2 Method
Method for the present chapter is as described in chapter 3.
7.3 Scales
Instruments used in the present chapter are as described in chapter 3. These include:
Performance Scale
Demographics
Quality o f  School Life Scale
Student Stress Inventory (C hildren’s Version) (A lban M etcalfe e t al„ 1982)
P.G.I. G eneral Well - Being Scale (Verma et al, 1983)
Hare S e lf-  esteem  Scale (H SES) (Hare, 1985)
162
Nowicki’s -  S trickland’s Locus o f  control Scale fo r  Children (Nowicki and Strickland. 
1973). Each item of this scale could account as Internal or External Locus of Control 
depending on the answer given (yes or no). Since the overall possible score for the 
whole scale is 10, for all participants, the same quantitative effects could be produced 
between each of the subscale and the dependent variable. However, these effects 
could be either positive or negative, thus facilitating a discussion on which of the two 
subscales has a positive or a negative association with the dependent variable.
Positive a n d  Negative A ffect Schedule (PAlN AS) (W atson e t al., 1988)
lA Statistical analysis
In order to control for any differences between high and moderate / low performers in 
self -  rated performance two groups have been formulated accordingly, according to 
grades reported, for each subject separately. The low performers group consisted of 
those who reported they had achieved lower and middle -  level grades, whereas the 
high performers group of those who reported they had achieved only upper level 
grades. However, overall self -  rated performance was also studied. Overall self -  
rated performance was calculated by the sum of grades reported (low level = 1, 
middle level = 2, upper level = 3) across all the subjects. The sub -  sample for this 
analysis consisted only of those pupils who reported their grades in all subjects. 
Differences in relation to demographic, school, non - school and personality measures 
were analysed between high and low performers, using t -  test and analysis. 
Analysis of variance and correlation analysis was used to study the relationship 
between performance total and different factors.
Logistic Regression was used for predicting group membership for high and low 
performers across subjects. All factors that were not found to be significantly
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associated with performance on a particular subject in univariate tests, were excluded 
from the Logistic regression analysis. At the next stage, all the remaining variables 
were organised into clusters of factors (e.g. personality) and Logistic regression 
analysis was performed on these clusters. At the third stage, which appears at table 
7.5, all the variables that were found to significantly predict self -  rated performance 
of this particular subject [p (Wald) > .05] were entered, and a new Logistic regression 
was performed. Results from this final stage are shown in table 7.5. These steps 
helped us to reduce the number of factors entering the final Logistic regression 
analysis, in order to produce meaningful and interpretable findings and determine 
which of all these factors was the most important factor in predicting performance 
across subjects.
GLM analysis was also performed to obtain the piercentage of self -  rated overall 
performance variance (R^) explained from various demographics.
7.5 Results
Table 7.1 indicates that the majority of pupils reported high level grades across the 
majority of subjects. In English, 45% reported lower level grades and 55% higher 
level grades. In maths, 44% reported lower level grades and 56% higher level grades. 
In science, a proportion of 43% reported lower level grades and 57% higher level 
grades. In geography, 45% reported lower level grades and 55% higher level grades. 
In modem studies, 43% reported lower level grades and 57% higher level. In arts, 
42% reported lower level grades and 58% higher level grades.
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Table 7.1. Number and (%) of pupils, having reported low and high 
performance across subjects
E n g lish M a th s S c ien c e
(n  =  416) (n  =  416) (n  =  3 6 7 )
Low High Low High Low H igh
187(45) 229 (55) 181 (44) 235 (56) 157 (43) 210(57)
G e o g ra p h y M o d e rn  S tu d ie s A r t
(n  =  3 3 5 ) (n  =  242) (n  =  3 2 7 )
Low High L o w Low High Low
151(45) 184(55) 104 (43) 151(45) 184 (55) 104 (43)
7.5.1 Factors associated with and factors predicting self -  reported performance in 
English
Differences between high and low performers in English in relation to different school 
grades (X  ^= 12.3, Df = 5, p < .031), gender (X  ^= 14.0, Df = 1, p < .000), father’s 
educational level (X^= 4.5, Df = 1, p < .033) and mother’s socio-economic status (X  ^
= 11.9, Df = 1, p < .037) were detected (see table 7.4). It was found that higher level 
grades were reported predominantly by 4* and 5* graders, females, by those whose 
father had attended higher education, and those whose mother belonged to the 2“** or 
3'^ '^  socio-economic classes (see table 7.2).
School factors and well — being were not found to be significantly associated with self 
- rated performance in English. However, those who reported higher level grades also 
reported significantly higher levels of self -  esteem total (t = -3.7, Df = 345, p < .000), 
peer self -  esteem (t = -2.6, Df = 363, p < .009), school self - esteem (t = -4.8, Df = 
352, p <.000), and external locus of control (t = -3.1, Df = 340, p < .002), and lower 
levels of internal locus of control (t = 3.1, Df = 340, p < .002) and negative affectivity 
= 2.6, Df = 376, p < .000) (see tables 7.3 and 7.4).
Gender, well — being total and self — esteem total were the factors that entered 
Logistic regression, due to their retention of significant Wald values when clusters of 
factors (i.e. personality etc.) were tested through separate Logistic regressions. It was
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found that the above factors were able to predict significantly (p < .000) and 
accurately self -  rated performance in English with 66.34% of the pupils being 
correctly classified as high and low performers. However, gender had the greatest 
influence on self -  rated performance in English (exp(^ = .502) (see table 7.5).
7.5.2 Factors associated with and factors predicting self -  reported performance in  
maths
Self -  rated pierformance in maths was associated with mother’s socio-economic 
status (X  ^= 16.0, Df = 5, p < .007). High performers had a mother who predominantly 
belonged in the 2*“* or 3'^ '' socio-economic classes (see tables 7.2 and 7.4). Other 
demographics were not found to be associated with self -  rated performance in maths. 
School factors did not appear to be associated with self -  rated performance in maths. 
However, high maths performers reported significantly higher levels of well -  being (t 
= -2.7, Df = 313, p < .007), positive affectivity (t = -2.3, Df = 389, p < .024), self — 
esteem total (t = -3.8, Df = 347, p < .000) and school self — esteem (t = -6.0, Df = 353, 
p < .000) and lower levels of school stress (t = 2.1, Df = 342, p < .033) and negative 
affectivity (t = 2.5, Df = 377, p < .012) (see tables 7.3 and 7.4).
Mother’s socio-economic status, school stress, well being and school self -  esteem 
were the factors that entered Logistic regression, due to their retention of significant 
Wald values when clusters of factors (i.e. personality etc.) were tested through 
separate Logistic regressions. It was found that these factors were able to predict self 
-  rated performance in maths significantly (p < .000) and accurately, with 69.74% of 
pupils being correctly classified as low or high performers. However, from all these 
three factors, it was well - being that had the greatest influence on gaining higher 
grades in maths (exp(/3) = .983) (see table 7.5).
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7.5.3 Factors associated with and factors predicting self — reported performance in 
science
Statistical significant differences for low and high performance in science were found 
by grade (X  ^= 20.1, Df = 5, p < .001), father’s socio-economic status (X^ = 10.6, Df = 
4, p < .031) and mother’s socio-economic status (X  ^= 11.5, Df = 5, p < .042) (see 
table 7.4). Thus, higher level grades were reported by those in fourth and fifth grade. 
With regard to father’s socio-economic status, higher level grades were reported 
among those pupils whose father belonged in the second socio-economic class. 
Higher level grades were also more likely to be reported by those whose mother 
belonged in the second and third socio-economic classes (see table 7.2).
Those who reported higher level grades, also reported higher levels of Q.S.L. (t = - 
2.2, Df = 308, p < .029), well -  being (t = -2.8, Df = 285, p < .005), self -  esteem total 
(t = -4.7, Df = 311, p < .000), school self -  esteem (t = -6.7, Df = 318, p < .000) and 
home self -  esteem (t = -3.2, Df = 320, p < .001) and external locus of control (t = 2.8, 
Df = 310, p < .(X)5) and lower levels of negative affectivity (t = 3.7, Df = 334, p < 
.000) and internal locus of control (t = -2.8, Df = 310, p < .005) (see tables 7.3 and 
7.4).
Grade, father’s socio-economic status, Q.S.L., well- being and school self — esteem 
were the factors that entered Logistic regression, due to their retention of significant 
Wald values when clusters of factors (i.e. personality etc.) were tested through 
separate Logistic regressions. It was found that all the aforementioned factors were 
able to predict self -  rated performance in science significantly (p < .000) and 
accurately, with 72.68% of the sample being correctly classified as high or low 
performers. However, it was shown that high levels of well - being had the greatest 
influence on having reported high grades in science (exp()3) = .890) (see table 7.5).
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7.5.4 Factors associated with and factors predicting se lf — reported performance in 
Geography
For geography, statistical significant differences between high and low performers 
were found by father’s educational level (X^ = 6.5, Df = 1, p < .011), mother’s 
educational level (X^ = 4.8, Df = 1, p < .029), and mother’s socio-economic status (X  ^
= 12.3, Df = 5, p < .031) (see table 7.4). Thus, it was shown that pupils were more 
likely to have reported higher level grades in geography when their mother and father 
had attended higher education and when their mother belonged in the second or the 
third socio-economic class (see table 7.2).
No statistical significant differences between high and low performers in geography 
were detected by school factors and well -  being. However, those who reported 
higher level grades in Geography also reported higher levels of self-esteem  total (t = 
-2.5, Df = 278, p < .013), peer self -  esteem (t = -2.2, Df = 292, p < .027) and home 
self-esteem (t = -2.5, Df = 283, p < .011) (see tables 7.3 and 7.4).
None of the factors entered Logistic regression, due to their insignificant Wald values, 
when clusters of factors (i.e. personality etc.) were tested by use of separate Logistic 
regressions.
7.5.5 Factors associated with and factors predicting se lf  — rated performance in 
modem studies
School, grade and gender were found to be associated with self -  rated performance in 
modem studies. Pupils were more likely to report higher grades in modem studies, 
when they were from school B (X^ = 12.7, Df = 1, p < .000), the fourth or fifth grade 
(X^  = 19.0, p < .002) and when being females (X  ^= 5.5, Df = 1, p < .019) (see tables
7.2 and 7.4).
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No statistical significant differences between high and low performers in geography 
were detected by school factors. However, those who reported higher level grades in 
modem studies, also reported higher levels of well -  being total (t = -2.2, Df = 178, p 
< .027), positive affectivity (t = -2.7, Df = 226, p < .008), self -  esteem total (t = -2.9, 
Df = 203, p < .004), peer self -  esteem (t = -2.8, Df = 214, p < .006) and school self -  
esteem (t = -3.4, Df = 205, p < .001) and lower levels of negative affectivity (t = 3.6, 
Df = 218, p < .000) (see tables 7.3 and 7.4).
School and well - being were the only factors that entered Logistic regression, due to 
their retention of significant Wald values, when clusters of factors (i.e. personality 
etc.) were tested through separate Logistic regressions. The two factors were found to 
predict self -  rated performance in modem studies significantly (p < .028) and 
accurately with 62.22% of pupils being correctly classified as high or low performers. 
However, school was found to have the greatest influence on performance in modem 
studies (exp(jS) = .626) (see table 7.5).
7.5.6 Factors associated with and factors predicting s e l f -  rated perform ance in arts 
School and gender were the only demographic factors found to be associated with self 
-  rated performance in arts. It was found that pupils were more likely to have reported 
higher level grades in arts, if they had been from school B (X  ^= 6.5, Df = 1, p < 011) 
and being females (X  ^= 7.0, Df = 1, p < .008) (see tables 7.2 and 7.4).
No statistical significant differences were detected between high and low performers 
in geography by school factors and well -  being total. However, those who reported 
higher level grades in arts presented with higher levels of positive affectivity (t = -2.0, 
Df = 306, p < .048) and school self -  esteem (t = -2.1, Df = 272, p < .037) (see tables
7.3 and 7.4).
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School and gender were the only factors that entered Logistic regression, due to their 
retention of significant Wald values when clusters of factors (i.e. personality etc.) 
were tested through separate Logistic regressions. Both factors predicted self -  rated 
performance in arts significantly (p < .000) and accurately, with 61.92% of the pupils 
being correctly classified as high and low performers. However, gender was found to 
have the greatest influence on performance in Arts (exp(/3) = .538) (see table 7.5).


172
Table 7.4. Associations between demographics, school, non -  school and 
personality factors and performance (low versus high) across subjects.
E n g lish M a th s S c ie n c e G e o g ra p h y M o d e m
S tu d ie s
A r t
■  Dtfflozraphics
H  School X " ( l ) =  1.3 X “ ( l)  = 0.3 X^ (1) =  2.2 X ^ (l)  = 0.8 X ^ ( l ) =  12.7 X ^ ( l)  = 6.5p <  .260 p <  .607 p <  .139 p < .370 p  < .000*** p < 0 1 1 *
■  Grade (5) = 12.3 X^ (5) = 3.0 X^ (5) =  20.1 X^ (5 )=  11.0 X^ (5 )=  19.0 X^ (5) = 9.9
p <  .031* p < .693 p <  .001*** p < .051 p < .002** p < .079
B  Gender X^ (1) = 14.0 X ^ (l)  = 0.2 X ^ ( l)  =  0.3 X ^ (l)  = 0.4 X ^ ( l)  = 5.5 X ^ (l)  = 7.0p <  .000**» p < .635 p <  567 p < 5 0 9 p < 0 1 9 * p < .008**
B  Falher's X ^ ( l )  = 4.5 X ^ (l)  = 3.2 X ^ ( l)  =  2.6 X ^ (I) = 6.5 X ^(1) = 0.0 X ^ (l)  = 0.1
1  educational p < .033* p < .072 p < 1 0 5 p < o n * p < .963 p < .796
■  level
■  Mother’s X ^ ( l)  = 2.7 X ^ (l)  = 2.7 X ^ ( l)  =  0.6 X ^ (l)  = 4.8 X ^ ( l)  = 0.2 X ^ (l)  = 0.4
1  educational p <  .102 p < 0 9 9 p < .426 p < .029* p  < .659 p < .5 1 8
■  level
1  Father's socio- (4) = 8.7 X ^(4) = 5.I X^ (4) =  10.6 X^ (4) = 2.6 X^ (4) = 6.6 X^ (4) = 3.3
■  economic status p <  .068 p < .280 p <  .031* p < .625 p < .159 p < .507
1  Mother’s socio- X^ (5 )=  11.9 X^ (5) = 15.8 X^ ( 5 ) =  11.5 X^ (5 )=  12.3 X^ (5) = 9.1 X^ (5) = 2.1
■  economic status p < .0 3 7 * p < .007** p < .042* p <  .031* p < .1 0 7 p < .829
■  School factors ~
1  Q.S.L. t(3 5 1 )  = -1.2 
p < .854
t (349) = -1.8 
p < .070
t (308) =  -2.2 
p < .029*
t(280) = -.l 
p < 9 0 8
t (210) = -1.7
p  < .086
t (282) = -1.1 
p < .254
1  School stress t (341) = 0.7 t (342) = 2.1 t (308) =  1.2 t (278) = -.4 t (202) = 0.8 t (269) = 0.7 
D < .472p < .506 p < .0 3 3 * p < .247 p < .664 D < .424
■ Non-school ‘ 
1  factors
1 Well - being t (312) = -2.0 t (313) = -2.7 t (285) =  -2.8 t (250) = -0.8 t (178) = -2.2 t (239) = -1.1
1 p <  .043* p < .007** p <  .005** p <  .418 o  < .027* n < 2 7 1
■ Personality — -------------------------- ------------------------
1 Positive t (388) = -1.0 t (389) = -2.3 t (344) =  -1.5 t (313) = -0.9 t (226) = -2.7 t (306) = -2.0
1 affectivitv p < .328 p < .024* p < .1 4 6 p < .352 p  < .008** p < .048*
1 Negative t (376) = 2.6 t (377) = 2.5 t (334) =  3.7 t(3 0 6 )=  1.4 t (218) = 3.6 t(2 9 6 )=  1.4
1 attectivitv p < .009** p <  .012* p <  OOO*** p < 1 6 9 p  < .000*** p < 1 6 8
1 Self-esteem t (345) = -3.7 t (347) = -3.8 t (311) =  -4.7 t (278) = -2.5 t (203) = -2.9 t (267) = -1.71 total p < .000** p < .000** p < .0 0 0 * * * p < .0 1 3 * p  <  .004** p < .0 9 5
1 1'eer self - t (363) = -2.6 t (365) = -1.5 t (324) =  -1.1 t (292) = -2.2 t (214) = -2.8 t (285) =  -1.91 tsteem p < .009** p < .134 p < .285 p < .027* p  <  .006** p < .057
1 «hool s e lf - t (352) = -4.8 t (353) = -6.0 t (318) =  -6.7 t (288) = -1.4 t (205) = -3.4 t (272) = -2.11 steem p < .000*** p <  .000*** p <  .OOO*** p < 1 5 2 p < .0 0 1 * * p < .037*
1 dome se lf- t (358) = -1.9 t (359) = -1.9 t (320) =  -3.4 t (283) = -2.5 t (1 96)=  1.3 t (278) = -0.61 steem p < .053 p < .055 p < .0 0 1 * * * p < 0 1 1 * p < . 2 1 1 p < .570
1 -111017131 Locus 
1 .^control
t (340) = 3.1 t (341)=  1.8 t (310) =  2.8 t (2 7 1 )=  1.5 t (196)=  1.3 t (260) = 0.8
p < .002** p <  .067 p < .0 0 5 * * p< . 1 31 p < . 2 1 1 p <  .442
-Eternal Locus 
^control
t (340) = -3.1 t (341) = -1.8 t (3 1 0 )=  -2.8 t (271) = -1.5 t (196) = -1.3
p < . 2 1 1
t (260) -  -0.8 
p <  .442p < .002** p <  .067 p < .0 0 5 * * p < 1 3 1
*p<.05. •* p < .0 1 ,  * * * p < . 001
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Table c o n tin u e d .
1 Subject B S .E . E x p M o d e l M o d e l M o d e l N e g e lk e rk e %  O v e ra ll
(B ) D f P < c o r re c tly  c la ss if ied
1 Geography - - - - -
1 None - - -
1 Sote: Alter Kertoiiiung Logistic Regressions on individuai clusters of factors containing variables that have been found to affect 
1 Derformance on English in univariate tests, all variables w ere excluded due to insienificant Wald values (n -> OSI
Subject B S.E . E x p M o d e l M o d e l M o d e l N e g e lk e rk e %  O v e ra ll
(B ) D f P < c o r re c t ly  c la ss if ied
1 Modern S tu d ies 7 .0 9 4 2 .028 .053 62.22
School -.467 .320 .626
Well -  being .041 .021 1.042
Sole. Aftci PerfdfiiiJag Logistic Regressions on individual clusters o f factors containing variables that have been found to affect 
performance on English in univariate tests, the following variables were excluded due to insignificant Wald values (p >.05)' Year 
Gender. Positive affectivity. Negative affectivity. School se lf -  esteem and Peer self - esteem
Subject B S .E . E x p M o d e l M o d e l M o d e l N e g e lk e rk e %  O v e ra ll
(B ) X^ D f P < R^ c o r r e c t ly  c la ss if ied
Art 14.051 2 .000*** .057 61.92
School -.608 .231 .543
Gender -.619 .231 .538
—  ••■uiYiuu<u ui laciurs cuniaming vanaDies mat nave Deen round to aitect
jertormance on English in univariate tests, the following variables were excluded due to insignificant W ald values (p > 05)- Positive 
affectivity and School se lf-esteem .________________
*p<.05, ** p < .0 1 , ***p <. 001. ------------------------------------------------------ -----------
7.5.7 Factors associated with and factors predicting overall se lf  — rated  
performance
Overall self -  rated performance was found to be associated with school (F = 4.6, Df 
= 1, p < .033), grade (F = 2.7, Df = 4, p < .033) and gender (F = 4.1, Df = 1, p < .044). 
Thus, higher level grades were reported by pupils in school B, from fifth grade and 
females. From these three factors, grade was found to explain the highest percentage 
of grades variance (12%) followed by school (2.8%) and gender (2.5%). Overall se lf -  
rated performance were not found to be associated with parental socio-economic and 
educational status (see table 7.6).
Self -  rated performance overall did not present significant correlations with the 
school factors Q.S.L. and stress total. However, it produced moderate p>ositive
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correlations with well -  being total (r = .324, p < .000), positive affect (r = .169, p < 
.037), self-esteem total (r = .286, p < .001) and external locus of control (r = .197, p 
< .029) and moderate negative correlations with negative affect (-.382, p < .000) and 
internal locus of control (r = .197, p < .029) (see table 7.7).
Individual regression analysis on grades total by significant factors described above 
has shown that the highest predictors of grades total, indicated by R ,^ were negative 
affectivity (14.6% of the variance explained) followed by school self-esteem (11.5% 
of its variance explained) and well -  being total (10.5% of its variance explained) (see 
table 7.8).
However, when all significant predictors (well -  being total, positive affectivity, 
negative affectivity, school self -  esteem, peer self -  esteem, home self -  esteem, 
internal and external locus of control) (p(t)<.05) were entered in a multiple regression 
analysis, only negative affectivity (t = -4.0, p < .000) and school self-esteem (t = 2.8, 
p < .007) were found able to contribute significantly to the regression (see table 7.8). 
However, this group of factors explained a higher percentage of self — rated 
performance variance (31.9%), significantly (F(7) = 6.2, p<.000), than did 
individually.
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Table 7.8. Simple and multiple regression of school, non - school and personality 
factors on self — rated performance total
Variable
______________ t P <
Well -  being total .324 3.6 .000*** .105
Positive affectiv ity .169 2.1 .037* .029
Negative affectiv ity -.382 -5 .0 .000*** .146
Peer se lf -esteem .246 3.0 .003** .060
Home se lf -esteem .173 2 .0 .046* .030
School se lf  - e steem .339 4.1 .000*** .115
Self -  esteem  total .286 3.4 .001* .082
Internal locus o f  c o n tro l -.197 -2.2 .029* .039
External locus o f  c o n tro l .197 2.2 .029* .039
M ultiple Reeression
Well -  being total -.043 -0.3 .732
Positive affectiv ity -.047 -0.5 .646
Negative affectiv ity -.419 -4 .0 .OCX)***
School se lf  -  e steem .349 2.8 .007**
Peer se lf -  esteem -.017 -0.1 .863
Home se lf -  e steem -.1 9 0 -1.9 .066
Internal locus o f  c o n tro l (R em oved) - _
External locus o f  c o n tro l .033 0.4 .702
F Df P <
6 .222 7 .OCX)*** .319
*p < .05, **p <  .01 , * * * p  <. 001
7.6 Discussion
One of the main criticisms concerning the present data could be their self -  rated 
nature. This is esp>ecially the case for the performance data. It could be argued that 
pupils have not reported their actual grades in different subjects (i.e. reported higher 
grades), for reasons of social desirability. Although reliability of the data used in the 
present research might have improved by collecting performance - related information 
directly from school files (i.e. Gibson and Asthana, 1998), such a methodological 
decision might have imposed restrictions on the anonymity of data collection for a 
wide range of factors that have been studied in relation to school performance. Since 
anonymity and confidentiality of responses was ensured, it was assumed that pupils 
have reported information concerning their grades as accurately as possible. In 
addition, the present sample was derived from two schools only, therefore it would be
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inappropriate to generalise the present results to the student population in Scotland or 
the UK in general.
In general terms, the present study has shown that school self -  rated performance is 
associated with various factors including demographic, personality and school factors. 
From the demographics, school grade, gender, parental socio-economic status and 
parental educational status were shown to be significantly associated with school self
-  rated performance in different subjects. School was found to be associated with self
-  rated performance in modem studies and art. This may indicate that there are 
differences in the number of pupils who have achieved high and low performance, as 
assessed by different teachers. School grade was found to be associated with school 
self -  rated performance in favour of 4'*' graders in English and science. For modem 
studies higher level grades were found in the 3^"^ year. Previous research findings on 
the effects of age / school grade have been rather inconsistent (e.g. Hauck and Finch, 
1993; Sweetland and DeSimone, 1987). Nevertheless, the present findings also 
support previous research (e.g. Cameron and Wilson, 1990).
Statistically significant gender differences that favour girls (Bulcock et al., 1991), 
were found in self — rated performance in English, arts and modem studies. The 
superiority in performance of girls over boys in linguistics (English) was mainly 
supported by earlier research in the area (e.g. Maccoby, 1966) rather than more recent 
findings (e.g. Ethington, 1990). More recent research has rather suggested that no 
gender differences exist among different subjects.
Parental educational level was also found to be associated with self — rated 
performance, particularly father’s educational level, which was found to be associated 
with self — rated performance in English and geography. It was shown that higher 
educational level is associated with higher grades in the specified subjects. Mother’s
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educational level was found to be associated with self -  rated perfoirnance in 
geography in the same way as father’s educational level. It was also found that second 
father’s socio-economic class was associated with higher grades in science. Mother’s 
socio-economic class was found to be associated with an even higher number of 
school subjects. Mother’s second and third socio-economic classes were found to be 
mostly associated with higher self -  rated performance in English, maths, science and 
geography. Although previous research (e.g. Kaplan, 1986) has claimed that socio­
economic status could affect school performance, there are also those studies, which 
have concluded that there is no association between school performance and parental 
socio-economic / educational status (e.g. Gibson and Asthana, 1998). Thus, it could 
be concluded that parental socio-economic / educational status can affect pupil’s 
performance in specific subjects only. In the present study it was shown that socio­
economic status of both parents could be significantly associated with self -  rated 
performance in science only.
School factors were also claimed to be significantly associated with school self -  
rated performance. Q.S.L. total was found to be associated with p>erformance in 
science, indicating that the higher the levels of Q.S.L., the higher the grades in this 
subject. Although there are no previous studies in the area, previous literature has 
claimed that school factors are associated with school performance (e.g. Whitmore, 
1982; A1 - Methen and Wilkinson, 1995). These results may indicate that satisfaction 
with school is associated with the learning / performance procedure, since Q.S.L. 
would stimulate pupils to study more and, as a consequence, to gain higher grades in 
science. Similarly to findings of previous research (Heinrich and Spielberger, 1982; 
Cole and Sapp, 1988), school stress was shown to be associated with performance in
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maths only. It was found that higher levels of school stress are associated with lower 
level grades in maths.
Well - being was associated with performance in maths, science and modem studies. 
Higher levels of well - being were found to be associated with higher grades in these 
subjects (see also Mechanic and Hansell, 1987; Pietila and Jarvelin, 1995).
Just like demographic and school factors, personality factors were also shown to be 
associated with school performance across subjects. Analytically speaking, positive 
affectivity was found to be positively associated with self -  rated performance in 
maths, modem studies and art. The higher the levels of positive affectivity were the 
higher the grades in the subjects specified. On the other hand, according to present 
results, negative affectivity associated with performance in English, maths, science 
and modem studies negatively (e.g. Carson and Carson, 1993).
It was also found that self -  esteem, both area specific (home, school, peers) as well 
as self - esteem total, were associated with self - rated performance across different 
subjects. Self -  esteem total was associated with higher performance in English, 
maths, science, geography and modem studies. A number of previous studies have 
suggested that self - esteem is positively related to school performance (e.g. 
Newbegin and Owens, 1986; Keltikangas - Jarvinen, 1992), but other studies have 
come to the opposite results (e.g. Demo and Parker, 1987; Alsaker, 1989). The present 
findings though strongly supported the positive effects of self - esteem on school 
performance.
Inconsistently with the findings of previous research (e.g. Bar - Tal and Bar - Zohar, 
1977; Boss and Taylor, 1989), the present study revealed that not internal but external 
locus of control may be associated with school performance. More specifically, higher 
levels of external locus of control and lower levels of internal locus of control could
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be related with significantly higher level grades in English and science. However, 
such inconsistency may suggest that the relationship between performance and locus 
of control should be investigated further. On the other hand, although it was suggested 
that externals may exhibit less persistence in tasks affecting negatively their 
performance (Ducette and Wolk, 1972), they may also have higher participation in 
class activities increasing the probability for getting higher grades. In addition, 
although past literature has predominantly associated internal locus of control with 
higher performance, Findley and Cooper (1983) have suggested that the magnitude of 
this relationship range from small to medium.
Self - rated performance total was found to be associated with school, school year and 
gender. It was found that significantly higher level grades were reported by pupils in 
school B, fifth graders and females. Grades total was also found to be positively and 
significantly associated with well — being total, positive affectivity, self -  esteem both 
total and area specific and external locus of control and negatively related with 
negative affectivity and internal locus of control. It is important, however, to 
emphasise that the strongest correlation found was between performance total and 
negative affectivity.
Although, different factors were shown to affect different subjects. Logistic regression 
analysis revealed that gender was the best predictor of self -  rated performance in 
English and arts, well -  being total in maths and science and school in modem 
studies. None of the factors examined in relation to geography were survived the 
criteria stated, so they were not examined further.
Differences between males and females regarding p>erformance could be explained in 
relation to various factors. Past literature has indicated that in and out of school 
differences between the two sexes, attitudinal differences or differences in relation to
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expected social roles would account for the superiority of females in performance 
(Bleach et al., 1996). Other factors may include the nature of the subject itself. For 
example, male pupils may feel awkward about expressing and participating in artistic 
interests as these are attributed in female roles. This may explain the superiority of 
females in grades in arts.
The finding concerning the strong predictive value of school in relation to self -  rated 
performance in modem studies may be an indication of the subjectivity of grades, 
since different schools have different teachers who assign the grades. Previous 
research (e.g. Pietila and Jarvelin, 1995) has also indicated that good school 
performance is associated with a good health and social index, providing an indication 
of the significance of well — being in predicting performance in maths and science. 
Although, self -  rated performance across different subjects could predicted at best by 
gender, school and well -  being, performance total was found to be predicted at best 
by grade, school self — esteem and negative affectivity. However, before we proceed 
to a discussion about the predictors of overall performance, it may be important to 
raise briefly the finding that the pattern of prediction in self — rated performance 
differs across subject areas, as different factors have been found to be associated at 
best with different syllabus subjects. There has been no study on the association 
between different syllabus subjects and various factors, in a single project, thus it is 
rather impossible to discuss the present findings in conjunction with previous 
research. Nevertheless, it could be suggested that the unique nature of each syllabus 
subject could create some differences in the prediction pattern of self-rated 
performance across different subjects. The fact that different teachers are involved in 
different subjects could also account for any differences between the pattern of 
prediction of self -  rated performance across syllabus subjects.
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The strong association between age / grade and performance was also supported by 
previous research (e.g. Sweetland and DeSimone, 1987; Cameron and Wilson, 1990). 
For the relationship between self -  esteem and performance, Bandura (1982) has 
explained that higher self - esteem is associated with higher performance, since it 
increases self -  confidence about the attainment of certain performance tasks. People 
with low self — esteem tend to use ineffective mechanisms to cope with demands and 
consequently they generate high emotional arousal. They also become preoccupied 
with perceived deficiencies and any potential difficulties become harder than actually 
are. According to Bandura (1982) and the Self -  efficacy theory, low self -  esteem 
individuals tend to exhibit less effort to attain their goals, or they are easily giving up 
their efforts increasing their chances for failure or poorer performance.
Schooling has also been described as “a major arena for achievement among 
adolescents” (Rosenberg et al., 1989). School marks represent a socially constructed 
indicator of personal worth and success, which are valued from society. Thus, higher 
grades are associated with more positive appraisals from significant others (e.g. Mead, 
1934), positive social comparisons (Festinger, 1954) and positive self -  attributions 
(i.e. performance outcome due to own efforts). All these may be drastically 
motivating factors for pupils that increase the probability for attaining higher school 
grades (Rosenberg et al., 1989). Low self -  esteem could also be responsible for 
feelings of helplessness that causally links with performance (Abramson et al., 1978). 
School self -  esteem would be one of those variables that when manipulated 
appropriately would facilitate increase of school grades and performance. Ways for 
increasing self -  esteem in the school setting may include that teachers should interact 
equally with high and low performers and praise pupils for their achievements. 
Sufficient background information about pupils provided to teachers has also been
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shown to be associated with higher acceptance of pupils by the teachers and 
potentially improved self -  esteem. Additionally, involving parents in school 
decisions and the learning process (e.g. planning activities that parents could also 
participate) have been found to maintain high self — esteem levels (Gurney, 1987).
On the other hand, high negative affectivity pupils tend to be viewed negatively by 
their teachers, due to their increased negative reactivity towards their school 
environment (Parkes, 1990). This might increase the likelihood to be judged 
negatively by their teachers in terms of their performance as well. High negative 
affectivity pupils also tend to create a less secure and more distressing environment 
for themselves, and consequently they increase the probability of self -  fulfilling 
prophecies, in relation to lower school performance and grades (McCrae and Costa, 
1991). They also tend to show low need for social approval, thus they might not really 
care about their grades, which is a standard of social comparison (Graziano et al., 
1980). Performance expectations are also less reasonable for high negative affectivity 
pupils, because they describe themselves as non-conforming, rebellious and 
distrustful (Watson and Clark, 1984). As a consequence, they may put less effort on 
their studies and they may get lower grades as a result.
Chapter 8; Psychological Predictors of School Punishment / Misbehaviour;
The Role of Gender
Abstract
Since the problem of pupil misbehaviour is apparently rising, identifying the factors that 
contribute to the problem becomes important. It is assumed that identification of the 
factors that would increase the likelihood of / or would predict misbehaviour may lead to 
the development of effective methods to tackle the problem. The present study aimed 
firstly to identify the most common methods of punishment that pupils experience at 
school. Secondly, to study the association and the predictive value of demographic, 
school, well — being and personality factors on pupil school misbehaviour that are 
associated with the experience of punishment in school. Sample consisted of 425 pupils 
selected from grades 1 - 6  from two secondary schools in Scotland. Participants 
responded to a set of eight questionnaires, including previous experience of punishment 
(as a result of school misbehaviour), demographics, school factors, well -  being and 
personality factors. It was found that although the two schools exercised slightly different 
punishment methods, “telling -  off’ was the most popular punishment method that pupils 
experience in both schools. Gender was the best predictor of pupil misbehaviour, with 
boys more likely to misbehave in class and, as a consequence, to experience punishment. 
Gender differences in relation to school misbehaviour, with boys more likely than girls to 
misbehave, could be attributed to social factors (i.e. parental tolerance towards boys’ 
misbehaviour). Such a hypothesis, which attributes responsibilities to those involved in 
the school setting, may require all interested parties (i.e. girls and teachers), rather than
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8.1 Introduction
The problem of misbehaviour in schools has been continuously rising. Parsons and 
Howlett (1996), after reviewing the figures of permanent exclusions in English schools, 
found that numbers have risen from 2.910 in the academic year 1990 - 1991 to 12.458 in 
the academic year 1994 - 1995.
School misbehaviour is usually tackled with discipline methods exercised by teachers. 
Overall, discipline is a widely used term by teachers and practitioners in the educational 
sector. However, whether there is a shared common interpretation of the meaning of the 
term “discipline” remains unclear (Zieglerant and Smith, 1984), since the types of 
misbehaviour that require discipline cover a wide spectmm of behaviours (Blandford, 
1998).
Definitions of discipline have been divided into two main categories, the traditional and 
the humanistic views. Traditional views have emphasised the role and use of strict rules, 
which should be continuously enforced, in order to achieve firm classroom control 
(Kohut and Range, 1979). Humanistic views, on the other hand, have included the 
definitions and views of Webster (1968) and Perkins (1969). Webster viewed discipline 
as “the developm ent within individuals o f  the necessary personal con tro ls  to allow them  
to be effective, contributing m em bers o f  a democratic society a n d  o f  the human 
community a t large". Perkins (1969), on the other hand, has defined discipline as “the 
task o f  helping students to utilise th e ir  abilities, energies, a n d  ta len ts  in ways that 
promote their developm ent and le a rn in g " . Thus, traditional views emphasise the role of 
strict rules set up by the school authorities or the teacher. Humanistic approaches, in 
contrary, have focused on the utilisation of personal control that pupils build up
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gradually. More current trends in school discipline have emphasised the usefulness of 
both trends. There are also those educators who argue that discipline is synonymous to 
classroom management, which is obtained through well - organised interaction and 
activity (Kohut and Range, 1979).
Lack of discipline and misbehaviour in the classroom is usually confronted with a form 
of punishment. Punishment has been defined “as the presentation of an environmental 
event, contingent on a behaviour, which decreases the strength of that behaviour” (Deistz 
and Hummel, 1978).
The use of punishment in schools has both its advantages and disadvantages. Its 
effectiveness in reducing certain kinds of school misbehaviour and the elimination of 
antisocial behaviours are classified among its advantages. Punishment could also reduce 
any misbehaviours of those individuals who see someone else being punished, a 
phenomenon called “vicarious punishment” (Bandura, 1969). Finally, if punishment is 
implemented appropriately, it will accomplish the elimination of misbehaviour faster than 
any other method of behaviour control (Deitz and Hummel, 1978). Although punishment 
is considered to be an effective method of behavioural control, in general, it also 
possesses many disadvantages. It has been negatively criticised for suppressing rather 
than eliminating the undesirable behaviour. It might also have negative emotional effects 
on those to whom it is applied (e.g. anger). People (i.e. teachers) and places (i.e. school) 
associated with the punishment may also become aversive to those been punished (Deitz 
and Hummel, 1978). In addition to the above, ethical implications for the use of 
punishment have been expressed (LaVigna and Dannelan, 1986). These include the 
difficulty to give an accurate definition of what is desirable / undesirable, acceptable /
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unacceptable, appropriate / inappropriate pupil behaviour. The use of corporal 
punishment has also raised many ethical issues and arguments over many decades (Bauer 
et al., 1993).
There are several reasons why research on punishment and discipline is worthwhile. It 
has been claimed that classroom discipline has important implications in instruction and 
knowledge acquisition (Kohut and Range, 1979). McNeil (1978) also emphasised that 
control of pupil behaviour by the teacher in the classroom is essential for learning. 
Furthermore, Lindgren (1972) reported that discipline is a major source of stress for 
teachers, especially for those who have just entered the profession.
Previous research and literature on discipline and punishment has focused on teachers’ 
efficacy in classroom management (e.g. Emmener and Hickman, 1991), physical 
punishment (e.g. Whipple and Richey, 1997), pupils’ and teachers’ attitudes to discipline 
(e.g. Cullingford, 1988; Caffyn, 1989), effectiveness of disciplinary methods (e.g. Miller 
et al., 1998; Houghton et al, 1990), pupils’ perception of permissiveness (e.g. King et al., 
1990), popular methods of punishment (e.g. Chiu, 1975), effects of punishment on pupils 
(e.g. Malouf, 1983) and alternatives to punishment (e.g. Pepper and Roberson, 1982). 
Although school punishment and disciplinary issues have been studied to a considerable 
extent, a number of research questions have remained unanswered. For example, there 
are relatively few studies regarding the association between school misbehaviour / 
punishment and demographic, personality and school factors, which are the focus of the 
present study. Some of previous research concerning pupil misbehaviour and punishment 
and their association with the variables of interest is outlined below.
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Rutter et al. (1979) and Mortimore et al. (1988) have pointed out that secondary schools 
differ remarkably in terms of pupils’ behaviour. These differences could be attributed to 
various school factors. First of all, the school setting could encourage the development of 
anti - social sub - cultures by engaging pupils in official failure, when it is believed that 
some of the pupils will be unsuccessful in their academic career (Lacey, 1970; 1974). 
Galloway (1980), Lawrence et al. (1984) and Davies (1990) have also pointed out that 
disruptive behaviour is associated with learning difficulties, since it might be difficult for 
pupils with learning difficulties to cope with curriculum demands. Corgan (1979) has 
also added that feelings of boredom with the curriculum could also reinforce 
misbehaviour. Bird et al. (1981) found that schools having problems with disruptive 
behaviour are usually short staffed, a factor that could affect timetable negatively. 
Another important school factor that could influence pupils’ misbehaviour is the 
punishment system that a given school adopts. Gmnsell (1980) suggested that high 
suspension rates in school might be linked with teachers’ irrational expectations from 
pupils. Nevertheless, creating a lot of school rules may increase the number of mle 
breakers (Furtwengler and Kennert, 1982). Sometimes, it might be better to overlook 
some dismptive behaviour, in order to keep the order of the whole class (Johnstone and 
Munn, 1987).
Merrett and Man Tang (1994) assessed the attitudes of primary schoolchildren (n = 1779) 
towards praise and punishment in Britain and found that children in general believed that 
they get the “right” praise and blame in school for good work and behaviour. They also 
found that more boys than girls were looking for praise when they demonstrated good 
behaviour and work. For punishment both sexes preferred quiet and personal reprimands
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rather than in public. In a study of pupils’ attitudes (n = 180) towards teachers’ behaviour 
in Britain, O’Hagan and Edmunds (1982) found that boys recognised and declared that 
they had misbehaved in school more than girls did. Jules and Kutnick (1997) have also 
reported that boys tend to have more concerns for teachers’ use of punishment than girls. 
Finally, Kniveton (1989) found that working class male infants tended to copy 
constructive peer models, whereas middle class male infants tended to copy the 
disruptive behaviour models, although infants from both classes could have copied both 
models regardless of socio-economic background. These findings might have 
implications for copying misbehaviour models from peers later in life.
When it comes to the relationship between stress and misbehaviour / punishment, 
previous literature has mainly focused on the stress that pupils’ misbehaviour causes for 
the teachers or the stress effects of corporal punishment on pupils. Hart et al. (1995) for 
example found that, although school misbehaviour could be predicted from teacher’s self 
- esteem, teacher’s stress could not be reduced by elimination of student’s misbehaviour. 
Turner and Finkelhor (1996) by assessing the effects of the use of corporal punishment in 
children from USA (n = 2.000, aged 1 0 - 1 6  years old) concluded that corporal 
punishment could be a major stressor for young children, even when the use of corporal 
punishment was moderate. No study has been investigated the relationship between 
school misbehaviour and Quality of School Life (Q.S.L.) (i.e. school satisfaction / 
dissatisfaction).
Furthermore, previous literature has suggested that there is a strong association between 
punishment and general well - being. Turner and Finkelhor (1996) reported that corporal 
punishment could elicit symptoms of depression in children. White and Broweder (1987),
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in a study concerning the characteristics of discipline problems, in secondary school 
pupils (n = 90 7'*’ and 8* graders in USA) found that students with discipline problems 
were described by other students, teachers and school counsellors as less energetic and as 
less able to concentrate. Overall, there is no previous adequate evidence regarding the 
association between levels of well — being and misbehaviour.
In addition, research concerning the association between personality and school 
misbehaviour remains rather limited. Farrell (1997), for example, by studying the effects 
of punishment on school performance in mathematics (n = 82 boys in M“* year) in 
England, found that the use of rewards or punishment was not related to performance for 
both introverts and extroverts. Halpin et al. (1980) examined the effects of parental use of 
praise or punishment in locus of control and self - esteem in a mixed sample of American 
Indian and white children in USA (n = 200 aged 12 to 18 years old). According to their 
findings, parental praise and reward were positively contributing to self - esteem. In 
contrary, parental punishment was not related with either, self - esteem or locus of 
control.
Punishment experience has also been shown to involve affective reactions. Mikula (1986) 
claimed that injustive treatment could elicit negative emotional states like anger, range 
and indignation. Usually, individuals who score highly on negative affectivity focus more 
on negative aspects of themselves (Watson and Clark, 1984; Watson and Pennebaker. 
1989), thus, they could merely focus on the negative aspects of a punishment incidence as 
well (Ball et al., 1993). Ball et al. (1993), found that negative affectivity could influence 
adversely the perceptions of the disciplinary events of employees (n = 79). Thus, high
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class using t — test analysis. Chi squared analysis was used to detect any statistical 
differences between categorical variables. Such analysis enabled the study of the 
association between punishment / misbehaviour and the variables of interest.
Logistic regression was used for predicting group membership for those who misbehaved 
or not and had experienced punishment as a result of such behaviour. Firstly, Logistic 
regression was performed on individual factors (those found from univariate tests to 
affect significantly school misbehaviour) in order to detect whether they were significant 
predictors of school misbehaviour. At the second stage, all factors that were defined as 
significant (Model X^p <.05) from the first stage, entered a new Logistic regression 
simultaneously, in order to identify which of these factors is the most important in 
predicting school misbehaviour.
8.6 Results
The experience of punishment was found quite common in both schools, since the 
majority (53.4%) of the participating pupils had experienced at least one type of 
punishment. A proportion of 46.4% reported that they had not experienced any form of 
punishment whereas 0.2% did not answer the question.
Although the two schools appeared to use quite similar forms of punishment, some 
differences were also detected. Pupils in both schools reported to have experienced the 
forbidding of certain activities, detention, exclusion and “telling - o ff’. In addition to the 
above, school A was found to use extra work, lines and “yellow slip” (method of 
recording incidents of misbehaviour and forms of punishment and informing the parents 
about those incidents). School B was found to use referrals to the Head teacher and
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informing parents directly about the incident of misbehaviour in addition to the common 
to both schools methods.
The most common form of punishment experienced by pupils in school A was “telling - 
off’ (44.7%) followed by lines (27.9%), extra work (27.4%), yellow slip (21.8%), 
detention (8.6%), forbidding of certain activities (6.1%) and exclusion from school 
(2.5%) (see table 8.1).
Table 8.1. Types of punishment and % experienced in school A
Type of punishment Not Experienced (%)* Experienced (%)*
Forbidding of activities 56.3 6.1
Detention 53.8 8.6
Exclusion 59.9 2.5
Extra work 35.0 27.4
Lines 34.5 27.9
Slip 40.6 21.8
Telling off 17.8 44.7
any form  o f  p u n ishm en t an d  1% d id  not an sw er the  q u e s tio n .
In school B the most common form of punishment was again “telling - o ff’ (36.8%), 
followed by referral to head teacher (14.5%), informing parents (11.4%), detention 
(9.2%), forbidding of certain activities (3.5%) and exclusion from school (1.8%) (see 
table 8.2).
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Table 8.2. Types of punishment and % experienced in school B
Type of punishment Not Experienced (%)* Experienced (%)*
D etention 35.5 9.2
E xclusion 43.0 1.8
Forbidding o f  a c t iv it ie s 41.2 3.5
Inform ing p arents 33.3 11.4
Referral 30.3 14.5
T elling o f f 7.9 36.8
»ratings are  concern ing  the w ho le  sa m p le . 55.3%  o f  th e  sam ple rep o rted  that have  not experienced  
any form o f  punishm ent.
8.6.1 Demographics and school misbehaviour
Three demographics were found to be significantly associated with school disruptive 
behaviour. Firstly, school was found to be associated with school disruptive behaviour, 
since pupils from school A tended to have experienced more incidents of punishment 
than pupils from school B (X^ = 13.9, Df = 1, p < .000) (see table 8.3). Moreover, there 
were differences in the number of pupils experienced punishment across school grades. 
In particular, more 3"* and 4'*' graders experienced punishment in comparison to pupils 
from other grades (X  ^ = 42.3, Df = 5, p < .000) (see table 8.3). Boys also were more 
likely to have experienced punishment than girls (X  ^= 22.8, Df = 1, p < .000) (see table 
8.3). Neither parental socio-economic status nor parental educational level were 
associated with the experience of punishment.

Table III continued.
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Mother’s socio- 
econ. Class*
* ( 1“  =  p ro fessio n a l, 2 ”^  =  in term edia te , 3" “ =  sk illed , 4 “" =  partly  
sk illed . S'*" =  u n sk ille d  and 6'*’ = econom ically  inactive)
First 11 (5.2) 9 (4.7)
Second 63 (29.7) 49 (25.7)
Third 52 (24.5) 54 (28.3)
Fourth 38 (17.9) 25 (13.1)
Fifth 16 (7.5) 8 (4.2)
Sixth 32(15.1) 46 (24.1) 8.77 .118
*p< 05, **p<.01, ***p < .001 .
8.6.2 School factors and disruptive behaviour
Q.S.L. was found to be associated with the experience of punishment since those pupils 
who had experienced punishment had also statistically significant lower levels of Q.S.L. 
overall (t = -2.0, Df = 357, p < .000). Pupils who had misbehaved versus those who had 
not, did not differ in relation to school stress levels (see table 8.4).
8.6.3 General well — being and misbehaviour
Statistically lower levels of well - being total were detected among those who had 
misbehaved than those who had not (t = -3.3, Df = 318, p < .001) (see table 8.4).
8.6.4 Personality factors and school disruptive behaviour
Pupils who had misbehaved versus those who had not did not differ in relation to levels 
of positive affectivity but they were found to differ significantly in the levels of negative 
affectivity. Significantly higher levels of negative affectivity were detected among those 
who had experienced punishment and, as a consequence, had misbehaved in class (t = 
2.1, Df = 384, p < .040) (see table 8.4), than those who had not.
Home and school self - esteem and self -  esteem total, were also found to be associated 
with misbehaviour and experience of punishment. Thus, lower levels of self -  esteem 
total (t = -2.0, Df = 353, p < .047), home self -  esteem (t = -2.7, Df = 366, p < .008) and
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school self — esteem (t = -2.0, Df = 353, p < .047) were found in those pupils who 
reported that they had experienced punishment (see table 8.4).
Neither internal nor external locus of control were found to be associated with the 
experience of punishment and class misbehaviour in comparison to those who had not 
(see table 8.4).
Table 8.4. Statistical difl’erences between those who misbehaved and not across 
school, well- being and personality factors
School Factors Misbehaved
(Mean)
Not
misbehaved
(Mean)
t Df P <
Q.S.L. total 161.4 165.9 -2.0 357 .045*
School stress 40.25 37.50 1.3 348 .211
Non — school
factors
Well -  being total 59.6 62.5 -3.3 318 .001***
Personality Factor
Positive affectivity 34.6 35.6 -1.5 396 .146
Negative affectivity 18.3 17.1 2.1 384 .040*
Self -  esteem total 89.2 91.5 -2.0 353 .047*
Peer self -  esteem 28.9 28.3 1.1 371 .258
Home self -  esteem 31.4 32.9 -2.7 366 .008**
School self -  esteem 28.7 30.1 -2.9 360 .004**
External Lxx: 4.3 4.0 1.4 348 .175
Internal Loc 5.7 6.0 -1.4 348 .175
8.6.5 Predicting school misbehaviour
All significant factors, defined by univariate tests, apart from negative affectivity (Model 
^  = 1.071, Df = 1, p < .300), were found to be significant predictors of misbehaviour.
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when separate Logistic regressions were performed to these factors (Model p < .000 to 
.045). Predictions for separate factors were also quite accurate with 53.11% to 64.69% of 
the sample having been correctly classified as pupils who had misbehaved or not, across 
variables (see table 8.5).
When all significant predictors however entered a new Logistic regression, it was found 
that gender had the greatest influence on whether someone would misbehave in the class 
(exp {P) = .337) and as a consequence to experience a form of punishment. In this new 
Logistic regression, it was shown that the combination of factors can predict significantly 
(p < .(K)0) and accurately school misbehaviour with 69.81% of the sample having been 
correctly classified as pupils who had misbehaved or not (see table 8.5).
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8.7 Discussion
Although, the experience and application of punishment is a quite popular topic of 
discussion among educationalists, the area has lacked extended research in relation to the 
factors that might contribute to and increase the likelihood of classroom misbehaviour 
and, as consequence, the experience of punishment. Since the problem of school 
misbehaviour is rising (Parsons and Howelett, 1986), there has t»een a need to identify 
those factors that affect and predict school misbehaviour. Such an approach might 
facilitate the development of more effective methods for tackling the problem.
It is quite important to note that there were differences in punishment methods (i.e. 
number and form) in the two schools participating in the study. School A was found to 
have used only behavioural methods. On the other hand. School B was found to have 
used a combination of different strategies, including referrals (i.e. to head teacher), which 
usually provide the option to both school and pupils to discuss the incident further. These 
differences across the schools might have affected differently the number of pupils that 
had misbehaved / punished in the two schools. In School B a higher number of pupils had 
not experienced any form of punishment (55.3%) than in school A (36.5%). A higher 
number of official punishment methods was also found to have been used in School A 
than school B. The difference between schools was only one additional method (School 
A; 7 methods and School B: 6 methods). Thus, in School B a letter of the reprimands that 
were officially used from the school had distributed to pupils and their parents. Thus, 
fewer pupils may have experienced punishment in school B than in school A, because 
pupils in school B were expected to have been more aware, than pupils in school A, of 
the consequences of their misbehaviour, as a result of being informed about the potential
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consequences of their misbehaviour. If this is the case, schools should communicate 
clearly to pupils what is acceptable and what is unacceptable behaviour and how 
misbehaviour is punished. Since communication of consequences of behaviour may be 
associated with misbehaviour, educational authorities need to specify guidelines for 
punishment, the same for all schools, in order to help them coping with misbehaviour and 
avoid malpractice. Furthermore, educational authorities should consider the possibility of 
establishing guidelines for rewards. It has been previously emphasised that people 
respond more positively to rewards than to punishments (Blandford, 1998).
The present study has revealed that school misbehaviour is associated with various 
factors including demographic, personality and school factors. Consistently with previous 
research (O’Hagan and Edmunds, 1982), boys were found more likely to experience 
punishment than girls, indicating higher levels of school misbehaviour. Lower levels of 
Q.S.L. were also detected among those who had experienced punishment in comparison 
to those who had not. These results indicate that overall satisfaction with school is 
associated with misbehaviour problems. Personality factors were also shown as a key 
factor of school misbehaviour. Firstly, the experience of punishment was associated with 
higher levels of negative affectivity (see also Ball et al., 1993). Previous literature has 
suggested that the experience of punishment could cause negative affective states, such as 
^nger, guilt, shame (Mikula, 1986). Self - esteem was another factor associated with 
school disruptive behaviour / punishment (see also White and Browder, 1987). Not only 
self - esteem total but also home self - esteem and school self - esteem appeared to be 
lower in those who had exp>erienced punishment. These findings suggest that school 
misbehaviour is not only subject to school factors. The way that pupils feel about
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themselves within their family may be also associated with misbehaviour problems in 
school. Hence, it becomes important for school and family to develop tight links with 
each other in order to tackle misbehaviour. The association between school self — esteem 
and misbehaviour indicates that pupils’ behaviour at school is associated with the way 
they feel about themselves in the school setting. Such perceptions about one’s self might 
be formulated by peers and teachers through everyday interaction within the school 
setting, indicating that teachers’ behaviour towards pupils is a significant factor for their 
behaviour.
Finally, lower levels of well — being were found in those who had misbehaved in 
comparison to those who had not. The present results may imply that, when teachers have 
to address a misbehaviour problem, they should always consider that particular 
behaviours might be associated with well — being difficulties, which could make the pupil 
feeling uncomfortable.
Although several factors were found to be associated with school misbehaviour / 
punishment, gender was the most important factor in predicting punishment and 
misbehaviour. However, the present results should be treated with caution, as the sample 
consisted of two schools only, thus they could not be generalised to the population of 
pupils in Scotland. Nevertheless, previous studies have also noted a discrepancy in the 
numbers of males and females that engage in misbehaviour. McFadden et al. (1992) for 
example, by analysing 4.391 discipline files in a south Florida school district, within a 
year, found that males represented over % of all discipline referrals. However, since such 
differences could be attributed to social factors (e.g. higher parental tolerance towards 
behaviour of boys; Bleach, 1996), interventions regarding school misbehaviour should
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target pupils irrespectively to their gender. Glynn (1992) has stressed the need for 
constructing policies for behaviour management in schools that involve all interested 
parties. Such approaches should include general agreement between head teachers and 
other teaching staff about what is acceptable and what is unacceptable behaviour. 
Inclusion in the curriculum of social and interpersonal skills (e.g. negotiating, resolving 
conflict) and establishment of a co-operative relationship between school and parents 
could have positive results on tackling school misbehaviour. Effective classroom 
management skills held by teachers could also contribute to a reduction of related 
problems.
Teachers could also create a class environment where misbehaviour is less likely to occur 
by applying specific class management skills. Such skills may include establishment of a 
more personalised relationship with pupils (i.e. knowing their names or interests), 
planning in advance the structure of lessons but also being flexible when required, 
scanning frequently the class regarding potential problems, praising positive behaviour 
and good work, providing clear mles and expectations for behaviour as well as using 
punishments consistently (Hastings, 1992).
Chapter 9; Bullying and Victimisation in Scottish Secondary Schools:
The Role of Demographics. Personality. School and Non -  school Factors on 
Predicting Involvement in Bullying and / or Victimisation
Abstract
Previous research has suggested that bullying is an increasingly severe problem in 
schools. Such research has approached the phenomenon from two different angles. 
Earlier research has treated bullying and victimisation as separate entities. However, 
current research suggests that bullies and victims engage in a special dynamic and 
interactive relationship, thereby providing the need for studying any similarities and 
differences between bullies and victims in relation to various factors.
The present research has approached bullying and victimisation in both ways. Firstly 
we have studied differences between bullies, victims and those not -  involved in 
relation to various demographic, school, well - being and personality factors, in order 
to identify factors that separate these three groups. In addition, we have studied 
differences between those involved in bullying / victimisation (one group) and those 
never involved, in relation to the same aforementioned factors in order to highlight 
aspects of the development of their special relationship (i.e. common factors). 
Prevalence rates and types of bullying / victimisation that experienced / expressed in 
Scottish schools were also investigated.
It was found that bullying and victimisation, when treated as separate entities differed 
in relation to peer self — esteem, with bullies reporting higher levels of peer self — 
esteem than victims. When bullies and victims treated as one group (involved), they 
were found to differ from the non -  involved group in relation to various factors, 
including school, well- being and personality factors. The involved group was found 
to be disadvantaged in relation to all measures used. However, overall results
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9.1 Introduction
Although bullying remains one of the most challenging problems in schools, there has 
been little systematic investigation to date in Britain (Smith and Sharp, 1994). One of 
the first articles in the area was entitled ‘Teasing and Bullying” (Burk, 1897) but 
there has been a long research silence ever since. In the 1970’s and the 1980’s the 
issue of school bullying appeared again in the literature (e.g. Lowenstein, 1987) but 
the vast majority of research so far was still being conducted and published in Norway 
and Sweden (Smith and Sharp, 1994). However, during the last five years school 
bullying has been included in the educational agenda in the UK. This increasing 
interest in school bullying may be due to increased incidents in the UK schools as 
well as to the recent evidence that schools could play a significant role to minimise 
the phenomenon (Smith and Sharp, 1994).
9.1.1 Definition /  characteristics o f  bullying
School bullying has been defined as the exposition, repeatedly and over time, to 
negative actions towards one or more other students (Olweus, 1986). Olweus (1973) 
has defined these “negative actions” as intentional attempts to injure or cause 
discomfort upon another person. However, bullying may also involve other parts such 
as teachers and school staff.
School bullying can take verbal (e.g. name calling), physical (e.g. pushing) (Olweus, 
1993a) or emotional / behavioural form (e.g. forcing people to follow the group) 
(Berkowitz, 1993). Bullying can be carried out by a single individual or by a group 
and there is usually an asymmetric relationship of power (physical or psychological) 
between the bully and the victim. Another characteristic of bullying refers to its direct 
(open attacks towards the victim) or indirect nature (e.g. social isolation). Finally, 
bullying varies in terms of its intensity (from name - calling to vicious assault).
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duration (occasional or regular), and motives (e.g. power vs. affiliation) (Tattum, 
1994; Mellor, 1997).
9.1.2 Prevalence o f  bullying
American schools have approximately 2.1 million bullies and 2.7 million victims 
(Fried, 1997). Although the percentages vary across different studies in Britain, 
Whitney and Smith (1993), in a project carried out in Sheffield LEA (Local Education 
Authority) (n = 6.578 primary and secondary school pupils), estimated that 10% of 
the secondary school sample had been bullied “sometimes” or “more frequently” and 
4% “once a week or more”. Incidence rates in the same study were as follows: having 
been bullied sometimes or more; 13 - 20%, been bullied once a week or more: 5 - 8%, 
having bullied others sometimes or more: 6 - 15%, having bullied others once a week 
or more: 2 - 7%. Differences regarding bullying incidents were also detected among 
the different schools in the above study. It was also revealed that bullying most 
frequently occurred in the first three grades of the secondary school. Name-calling 
was found the most common bullying form used (62%) and it was carried out usually 
by one boy (35%) or a group of boys (31%).
9.1.3 Theoretical formulations concerning risk factors o f  bullying an d  victimisation 
Olweus (1980) and Loeber and Stouthamer - Loeber (1986) have identified four 
developmental factors in childhood that could increase the risk for development of 
hostile behaviour in adolescence. These were parental attitude which lacks warmth 
and involvement, permissive parental attitude towards aggression, experience of 
prolonged physical punishment, parental use of emotional violence / abuse and finally 
child’s temperament / personality disposition.
Behavioural factors regarding the causes of bullying have included prolonged 
observation of a model acting aggressively (Olweus, 1993a). International research
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has also suggested that children who watch too much violence on TV often become 
more aggressive and have less empathy for victims of bullying and aggression (Pearl 
et al., 1982, Eron and Huesmann, 1986).
Olweus (1984) has proposed the theory “sketch of factors of potential significance for 
victims and / or bully problems”. According to this theory there are four sets of 
factors that could lead to potential bullying problems. These are school setting (size, 
teachers, group climate), external characteristics of potential victims and bullies 
(physical handicaps, obesity, language problems, physical strength), behaviour / 
characteristics of victims and bullies (attitude to violence, aggression, self - esteem, 
anxiety levels) and socio-economic background, home conditions, child rearing.
More recent research regards bullying and victimisation as the manifestation of the 
unique interaction between bully and victim, rather than as the result of any individual 
characteristics that bullies and victims might have (Pepler and Craig, 1995; Randall, 
1997). Salmivalli et al. (1996) have also included that “bullying may be regarded as a 
group phenomenon” (p. 11). However, the study of those factors that could facilitate 
the development of this relationship has been rather neglected.
9.1.4 Demographics and bullying - victimisation
Research in the demography of bullying / victimisation in secondary schools suggests 
that bullying is more likely to take place in the first grades and tends to decrease at 
higher grades. The use of physical bullying also decreases at higher grades. Olweus 
(1993a) reported that 50% of bullied children in the lower grades, are bullied by older 
students, and that, boys tend to demonstrate higher percentages of bullying / 
victimisation incidents than girls.
The tendency for bullying and aggressiveness to be greater in males than in females 
has been used to argue for the role of socialisation in shaping aggressiveness. Condry
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and Ross (1985), for example, found that parental tolerance of the expression of 
aggressive behaviour is higher in the case of boys than in girls.
Gender differences have also been presented in the way that bullying is experienced 
and expressed. Girls were found more likely to be exposed to indirect and subtle 
forms of bullying whereas boys are usually exposed to open attacks. It has been found 
that girls exercise mainly indirect methods of bullying (e.g. spreading mmours) 
whereas direct physical bullying is more common amongst boys (Olweus, 1993a). As 
far as gender differences are concerned, it has been estimated that 60% of bullied girls 
have been attacked by boys, whereas the majority of male victims (80%) are reported 
to have been bullied by boys (Olweus, 1993a).
Past research has also revealed that parental socio-economic and educational status 
might have an influence on children’s aggressive behaviour. Feldusen et al. (1973), 
from data derived from a longitudinal study (n = 1550 children from 3 and 4 grade in 
primary school and grade 3 in secondary school), reported that children whose parents 
were of lower than average educational and occupational level tended to exhibit more 
aggressive behaviour.
9.1.5 School factors and bullying - victimisation
Although earlier views regarded bullying as a reaction to frustrations and failures at 
school, Olweus (1983), in a study of 444 adolescent boys in Stockholm, suggested 
that bullying did not occur as a result of poor school performance. The fact however 
that bullying occurs more frequently in some schools than others (Ahmad et al., 1991) 
indicates that there might be some school factors, which increase the prevalence rates 
in some schools.
Past literature has suggested that bullying occurs more frequently in larger schools, in 
larger classes, in schools where there is no organised prevention and / or disciplinary
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policy of bullying and in central area schools (Stephenson and Smith, 1994; Mellor, 
1997). Davison (1985) has also suggested that school ethos could be responsible for 
aggressive behaviour in school. According to Davison (1985), teaching style, 
discipline, organisational structure and attitudes / values towards school should be 
investigated further in conjunction with bullying. However, no study has been found 
assessing directly the relationship between bullying / victimisation with school stress 
or Q.S.L. (Quality of School Life).
9.1.6 General w ell — being and bullying - victimisation
Davies (1986) reported that one of the primary school pupils’ fears of the secondary 
school (n = 155 pupils in their last two weeks of primary school) is the fear of being 
potentially bullied. Several studies have also suggested that bullying can have 
detrimental effects on pupils’ life.
Thus, bullying has been found to be responsible for low self - esteem (Boulton and 
Smith, 1994), depression (Olweus, 1993 b), learning and concentration problems in 
school and difficulties with problem solving skills (Turkell and Eth, 1990), physical 
illness and general school difficulties (Sharp and Thompson, 1992), difficulties with 
intimate relationships (Gilmartin, 1987) and high levels of general stress (Sharp, 
1995; Sharp, 1996). However, there is no previous systematic research concerning 
whether well - being could be associated with either bullying or victimisation.
9.1.7 Personality factors and bullying - victimisation
Relevant literature has suggested that there are various common personality 
characteristics and life events usually found in bullies. Tendency to perceive 
behaviour as provocative, need to appear tough in the peer group, fear of being 
bullied, little awareness of the other’s feelings (Boulton and Underwood, 1992), 
antisocial behaviour (Olweus, 1991), family problems (e.g. aggressive behaviour from
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fathers to bullies) (Farrington, 1993) are some of the issues that bullies may confront. 
Research on aggressive behaviour has also revealed that hostile behaviour against 
others might be associated with negative affectivity. Positive affectivity, on the other 
hand, has been found to reduce levels of hostile behaviour (see Brehm and Kassin, 
1996). However, it is important to mention that bullying does not always involve 
aggressive behaviour (e.g. social exclusion), indicating that bullying and aggressive 
behaviour may share not only similarities but also some differences (Connell and 
Farrington, 1996).
It has been also suggested that bullies are usually quite outgoing and socially 
confident, with low levels of anxiety and guilt, dominant and powerful in the peer 
group. Expression of aggression for bullies is acceptable and they could use bullying 
as a tool for demonstrating their social position. They also believe that their behaviour 
is supported by ftimily attitudes (Smith and Sharp, 1984).
Victims on the other hand, have been found to lack self - assertiveness skills, manifest 
poor handling of aggressive behaviour towards them (Smith and Sharp, 1994) and to 
have low self -  esteem levels (Hoover and Hazier, 1991; Rigby and Slee, 1993; Rigby 
and Cox, 1996). In the area of victimisation. Smith and Boulton (1991) suggested 
that there are two different types of victims. Passive victims are those who do not 
dismpt others and do not usually start fights. Provocative victims on the other hand 
tend to start fights within the peer group and tend to be the least liked children of all. 
With regard to personality factors, It is important to note that there is no systematic 
research concerning bullying / victimisation in relation to locus of control. However, 
Smorti and Ciucci (2000) found that bullies tend to use an “internal attribution style” 
whereas victims an external one. They have explained externality in victims as a 
result of feelings of lack of control over the situation of being bullied, which
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consequently leads to a withdrawn and passive role. Past research has also failed to 
determine the role of different self -  esteem sources (i.e. peer vs. school) on bullying / 
victimisation.
9.1.8 The present research
Published research on bullying in the UK and especially in Scotland has lacked 
extensive systematic research concerning bullying and victimisation. In the majority 
of studies to date, bullies and victims were treated separately (i.e. bullies vs. non­
bullies and victims vs. non-victims) neglecting the issue that bullies and victims might 
share many similar characteristics in relation to various factors.
The present study has compared bullies vs. victims, vs. those not involved in relation 
to demographic, school (Quality of School Life, student stress), well -  being and 
personality measures (self - esteem, affectivity, locus of control). In addition we have 
compared those involved in either bullying or victimisation or both with those never 
involved in relation to the same aforementioned measures. We have treated bullying 
and victimisation separately in order to identify factors that separate them (i.e. 
differences) and, as an entity, in order to identify any factors that contribute to the 
phenomenon as a whole (i.e. similarities).
Furthermore, past research has focused on studying clusters of factors independently 
to others in a single study (i.e. personality only), neglecting the fact that variance 
might be shared between different factors and clusters of factors. Such an approach 
within bullying research has failed to identify which are the most important factors in 
bullying / victimisation. The simultaneous study of demographic, personality, school 
and non — school factors in relation to the phenomenon would allow a more 
comprehensive understanding of bullying / victimisation, since it facilitates 
comparisons between factors regarding their predictive value.
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9.5 Statistical Analysis
Differences in relation to demographic, school, non - school and personality measures 
were analysed between bullies vs. victims vs. not involved and involved vs. not 
involved using ANOVA and t -  test analysis. Chi - square analysis was used to detect 
any statistical differences between categorical variables.
Logistic Regression was used for predicting group membership for involved vs. not 
involved using these variables defined as statistically significant in univariate tests. 
Two stages of Logistic Regression were performed. Firstly, Logistic regression was 
performed on significant factors (defined by univariate tests) to determine whether 
they were significant predictors. Secondly, those factors which were defined as 
significant (Model X^p < .05) predictors in individual Logistic regression were 
entered into an overall Logistic regression analysis in order to determine which of the 
factors is the most important in predicting overall involvement.
9.6 Results
9.6.1 Prevalence o f  bullying
A proportion of 7.5% of total sample reported having bullied others since the current 
school year began (6 to 8 months time interval) (see table 9.1). From those who 
repiorted having bullied others, 22.6% reported bullying a friend, 22.6% bullied a 
pupil from the same class, 32.3% bullied a pupil from another class, 12.9% bullied the 
teachers and 3.2% bullied other school staff.
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Table 9.1. Sum and 
involved
% of bullies, victims, bullies - victims, involved and not
Category Sum %
(425) (100)
Bullies 32 7.5
Victims 71 16.7
Bullies — Victims 18 4.2
Involved 121 28.5
Not involved 287 67.5
Calling names was found the most common form of bullying (56.3%) used, followed 
by teasing 34.4%, pushing 18.8%, threatening 15.6%, leaving people out of things 
15.6%, hitting 12.5%, spreading rumours 12.5%, punching 6.3%, forcing people to 
follow the group 6.3% and damaging things 3.1%. Thus, it appeared that verbal 
bullying was the most common form reported (59.4%), followed by physical (28.1%) 
and behavioural (28.1%).
9.6.2 Prevalence o f  victimisation
A proportion of 16.7% reported having experienced bullying (see table 9.1), while 
2.1% did not answer this question. From those who reported having been victimised, 
65.2% were victimised by a pupil from another class, followed by a pupil from the 
same class (47.8%), friends (21.7%), teachers (11.6%) and other school staff (5.8%). 
Having been called names was the most popular form of bullying experienced by 
victims (90.0%), followed by having been teased (58.6%), rumours spread about one 
self (48.6%), having been pushed (35.7%), having been left out of things (32.9%), 
having been threatened (31.4%), having been hit (21.4%), having been punched 
(12.9%), having own things damaged (14.3%) and having been forced to follow the 
group (14.3%).
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Thus, it appears that verbal bullying was the most widely experienced bullying type 
(91.4%). Behavioural bullying was the second most common type experienced 
(55.7%) followed by physical (44.3%).
9.6.3 Bullies vs. victims vs. non - involved
Bullies, victims and non - involved pupils were compared in relation to demographic, 
school, non -  school and personality factors. The “bullies -  victims” group was 
excluded from this stage of analysis as it was consisted of 18 subjects only, therefore 
any further statistical analysis regarding this group would be inappropriate. With 
regard to demographics, there were statistically significant differences by different 
school (X  ^= 6.1, Df = 2, p < .047), grade (X  ^= 19.1, Df = 10, p < .039) and gender 
(X^  = 10.1, Df = 2, p < .006). Thus, more victims were detected in school B, more 
bullies in school A and more pupils from school B were found not to have been 
involved. In relation to grade more victims were detected in 4'*’ year, more bullies in 
the 2°'’ year and more pupils from the non - involved group in the 4'*’ and S'** years (see 
table 9.2). No statistical differences across groups were detected for parental 
educational and socio-economic status. Table 9.2 also indicates that comparisons 
between bullies and victims only, in relation to demographics, show statistically 
significant differences between bullies and victims in relation to school and gender, 
but not grade.
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Post -  hoc scheffe indicated statistically significant lower external and higher internal 
locus of control for bullies in comparison to the not involved group. Victims on the 
other hand, presented with statistically significant higher levels of negative affectivity, 
lower peer self — esteem and self — esteem total in comparison to non — involved 
group. Bullies and victims were statistically differentiated in relation to peer self -  
esteem only, as post -  hoc scheffe indicated, with bullies experiencing higher levels 
of peer self — esteem than victims (see table III).
9.6.4 Involved (bullies, victims, bullies /  victims) vs. not — involved
9.6.4.1 Demographics
Bullies, victims and bullies / victims were also compared with those never involved, 
in relation to demographic, school, non — school and personality factors. With regard 
to demographic differences, statistical significant effects were detected only by grade 
(X^  = 11.7, Df = 5, p < .039), where it was found that more pupils from both the 
involved and non - involved groups were in the 4“* year (see table 9.4). Grade was a 
significant (p < .032) and accurate predictor of bullying - victimisation involvement 
since 70.44% of pupils were correctly classified as involved or not involved. Logistic 
regression also showed that school grade was able to explain 3.2% of whether 
someone had been involved in bullying and / or victimisation (see table 9.6).
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Table 9.4. Involved (bullies, victims, bullies / victims) vs. not involved: 
Differences in demographic factors (school, grade and gender)
Sum Sum
Involved Not — involved Comparison
(% ) (% )
Variable
School X ^=  1.1, D f =  l , p < . 2 9 2
School A 60 126
(32.2) (67.7)
S ch o o lB 61 161
(27.5) (72.5)
Grade X ^=  11.7, D f = 5 ,  p < .0 3 9 *
First 16 35
(31.4) (68.6)
Second 26 40
(39.4) (60.6)
Third 25 42
(37.3) (62.7)
Fourth 31 75
(29.2) (70.8)
Fifth 16 75
(17.6) (82.4)
Sixth 6 19
(24.0) (76.0)
Gender X ^ = 2 . 1 , D f =  l , p < . 1 4 9
M ales 59 119
(33.1) (66.9)
Fem ales 60 166
(26.5) (73.5)
No statistical differences across groups were detected for gender, school, parental 
educational and socio-economic status.
9.6.4.2 School factors
Those who never involved in bullying and / or victimisation were found to have 
significantly higher levels of Q.S.L. (t = -2.0, Df = 343, p < .043) and lower levels of 
school stress (t = -2.2, Df = 338, p < .030) (see table 9.5). Both factors were found 
statistically significant (p < .043 for Q.S.L. and p < .030 for school stress) and 
accurate predictors of involvement (69.28% were correctly classified for Q.S.L. and
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70.88% for school stress). Q.S.L. was found to explain 1.7% and school stress 1.9%
of whether someone had been involved. However, when the two factors were
combined, a higher percentage of the variance of the bullying / victimisation
involvement was explained (4.3%). The combination of the two school factors was a
significant (p < .009) and accurate predictor of bullying involvement (69.70% of the
sample were correctly classified as involved and not involved) (see table 9.6).
Table 9.5. Involved (bullies, victims, bullies/victims) vs. not involved: Differences 
in school factors (Q.S.L., student stress), non — school factors (well — being) and 
personality factors (affectivity, self -  esteem, locus of control)
Involved
(M ean)
Not - involved 
(M ean)
t Df P <
School F a c to r
Q .S.L . to ta l 160.3 165.2 -2.0 343 .043*
Stress to ta l 42.4 37.2 2.2 338 .030*
Non -  schoo l f a c to r
W B T otal 58.9 61.9 -2.9 310 .003**
P erso n a lity  F a c to r s
Positive  A ffe c tiv ity 34.5 35.3 -1.0 385 .303
N egative  A ffe c t iv ity 20.2 16.6 5.3 373 .000***
P eer se lf — e s te e m 27.6 29.2 -3.2 359 .002**
H om e se lf  — e s te e m 30.1 32.6 -2.6 356 .010*
School S e lf  - e s te e m 28.3 29.8 -2.8 349 .005**
SE T otal 87.0 91.8 -3.8 343 .(X)0***
E xternal L o c 5.4 6.0 -3.1 339 .002**
In ternal L o c 4.6 3.9 3.1 339 .002**
*p<.05, **p<.01, ***p <.001.
9.6.4.3 Non school — fa c to r  (well -being)
Lower levels of well -  being were detected in those involved than those never 
involved in bullying / victimisation (t = -2.9, Df = 310, p < .003) (see table 9.5). 
Logistic regression showed that well -  being was a significant (p < .003) and accurate 
predictor of bullying / victimisation involvement with 72.12% of the pupils being
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correctly classified as involved / not involved. Well — being explained 3.9% of 
whether someone had been involved in bullying and / or victimisation (see table 9.6). 
9.6.4A Personality factors
Those involved in bullying / victimisation appeared to have significantly higher levels 
of negative affectivity (t = 5.3, Df = 373, p < .000), and internal locus of control (t = 
3.1, Df = 339, p < .002) and lower levels of peer self -  esteem (t = -3.2, Df = 359, p < 
.002), home self -  esteem (t = -2.6, Df = 356, p < .010), school self -  esteem (t = -2.8, 
Df = 349, p < .005), self — esteem total (t = -3.8, Df = 343, p < .000), and external 
locus of control (t = -3.1, Df = 339, p < .(X)2) (see table 9.5). Involved and not — 
involved groups were not statistically different in relation to levels of positive 
affectivity.
All personality factors were found to predict significantly (p < .000 to .002) and 
accurately bullying - victimisation involvement (range of overall correctly classified 
as involved and not -  involved across personality measures 69.50 -  72.57%). Separate 
Logistic regression analysis on personality factors showed that negative affectivity 
was able to explain the highest percentage of whether someone had been involved in 
bullying and / or victimisation (Negelkerke = .080). When personality factors were 
combined, in a new Logistic regression, it was found that self -  esteem total had the 
greatest influence on bullying and / or victimisation involvement (exp(^ = 1.022). 
The combination of all the personality factors proved to be a significant (p < .000) 
and accurate predictor of bullying and / or victimisation involvement with 72.73% of 
the pupils being correctly classified. Overall personality factors were found able to 
explain 13.9% of whether someone had been involved in bullying and / or 
victimisation (see table 9.6).
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Table 9.6. Predicting bullying / victimisation involvement from school (Q.S.L., 
student stress), non -  school (Mrell — being) and personality factors (affectivity, 
self -  esteem, locus of control)
I  Variable B S.E. Exp M odel Model Model Negelkerke %  Overall
(B) Df P < correctly classified
Demographics
Grade' 1 2 .2 5 .032* .042 70 .44
School factors
Q.S.L. total .011 .005 1.011 4 .1 1 .043* .017 69 .28
School stress -.012 .005 .987 4 .7 1 .030* .019 70.88
School Factors 9 .2 2 .009** .043 69 .70
Q.S.L. to tal .009 .006 1.009
School s tre ss -.012 .006 .987
Non -  school
factors
Well -  being to ta l .046 .016 1.048 8 .7 1 .003** .039 72 .12
Personality
factors
Negative
Affectivity
4 .113 1.016 61 .147 2 1 .7 5 2 1 .000*** .080 71.47
SE Total .042 .011 1.043 1 4 .4 1 .000*** .058 72 .57
External Loc .194 .046 1.214 9 .3 1 .002** .038 69 .50
Internal Loc -.194 .064 .823 9 .3 1 .002** .038 69 .50
Personality 3 1 .7 3 .000*** 13.9 72 .73
overall
Negative Af. 3 .599 1.167 36 .568
SE Total .022 .013 1.022
2
Locus con .155 .073 1.168
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Table continued.
Overall
Overall factors 
Grade' 
Q.S.L. total 
Stress total 
Well - being 
Negative A f  
. SE Total 
Locus con ^
36.3 I I .000* * * .213 7 4 .7 8
.0 0 2 .010 1.002
.002 .009 1.002
.0 0 6 .030 1.006
5 .1 2 1 1 .757 167.64
.023 .021 1.024
.131 .092 1.140
'indiv idual c o e ff ic ie n ts  fo r each  g rade  are  no t rep o rted  fo r the  sake o f  brev ity , ’‘in te rn a l L o cu s  o f  
control was m a d e  re d u n d a n t fro m  th e  design  m atrix  becau se  is eq u a l to  10 -  E x te rnal L o cu s o f  con tro l. 
*px.05, **p< .01, * * * p < .0 0 1 .
9.7 Discussion
Bullying remains one of the main problems that secondary schools might be called to 
deal with. Its incidence is gradually increasing in UK schools, making it necessary to 
develop strategies to manage and tackle the problem. Previous research has indicated 
that bullying and victimisation could be affected by various demographic (e.g. 
Olweus, 1984), school (e.g. Smith and Sharp, 1994; Olweus, 1994), non — school (e.g. 
Sharp and Thompson, 1992) and personality factors (e.g. Smith and Sharp, 1994).
With regard to prevalence rates, results of the present research indicated that a 
relatively high number of pupils (7.5%) have reported that they have bullied others 
since the current school year began. Such percentages are consistent with previous 
research, although some studies have reported slightly higher numbers (Whitney and 
Smith, 1993). An even higher proportion of victims was also reported (16.7%). This 
percentage is higher than the ones reported in previous studies (e.g. Whitney and 
Smith, 1993). However, it is important to emphasise that even more recent studies 
(e.g. Baldry and Farrington, 1999) have found higher rates of bullying and 
victimisation, that reached 50% of their sample. Differences regarding prevalence
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rates of bullying and victimisation across regions may also be due to cultural 
variations. Past environmental studies on aggression have suggested that there are 
differences in the incidents of aggressive behaviour among different areas (see Rutter 
et al., 1994 for an overview in Conduct Disorder). Brehm and Kassin (1996) also 
reported that Scotland has higher levels of assaultative injuries than England, Wales 
and Ireland. Another possible methodological explanation of these results may 
concern what pupils understand under the terms bullying and victimisation, which 
may vary across studies due to differences in scales used. Siann et al. (1994) proposed 
that there is inconsistency in the use of these terms, both from researchers and 
subjects, making it rather difficult to compare prevalence rates among different 
studies. Although, we have not examined pupils definitions of bullying / victimisation 
in the present study, we have presented types of bullying to the pupils in one of the 
questions, in order to allow them to describe what kind of bullying they have done / 
experienced and give them an idea of our perception of these terms.
The largest proportion of bullies reported that they had bullied their friends or a pupil 
from the same class. Victims, on the other hand, reported that they had mostly been 
bullied by a pupil from another class. It is also important to note that bullies and 
victims have reported bullying experiences against / from teachers and other school 
staff. This is a new dimension of bullying / victimisation that literature to date has 
provided little evidence for and it is worth study further. These results might also 
contradict the evidence that bullying exists in a power relationship (Olweus, 1993a), 
where bullies have more power than the bullied, since it is expected that teachers are 
those who have higher levels of power in the student / teacher relationship. However, 
previous research has lacked systematic information concerning the sources of 
bullying / victimisation and the role of teachers in the phenomenon.
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Similarly to previous research, calling names was the most common type of bullying 
used by bullies and experienced by victims (see also Whitney and Smith, 1993), 
indicating that verbal bullying was the most frequent type of bullying / victimisation 
occurring in schools.
Current research (i.e. Pepler and Craig, 1995) in bullying has pointed out that bullies 
and victims engage in a special relationship. Such research has emphasised the need 
for treating bullies and victims as one group and compare it with those that never 
involved neither as bullies nor victims. Treating bullies and victims as one group, this 
would provide evidence concerning the factors that would contribute to the 
phenomenon overall (similarities). However, treating bullies and victims as separate 
groups, this would provide evidence concerning the factors that differentiate bullying 
and victimisation (differences). The present research approached bullying in both 
ways.
When we treated bullying and victimisation separately we found that the factors that 
differentiate bullies and victims were school itself, gender and peer self -  esteem. 
Thus, more bullies were detected in school A and more victims in school B. Such 
results support the idea of the role of school in relation to bullying and victimisation 
(Olweus, 1984) as well as differences across schools regarding incidence of bullying 
victimisation. In addition, bullies were found more likely to be males (see also 
Olweus, 1993a) and victims more likely to be females. Possible explanations about 
this finding come from Condry and Ross (1985), who suggested that parents are more 
tolerant of the aggressive behaviour in boys than in girls. As a consequence, boys 
Icam to be more aggressive than girls. The present findings support this hypothesis, 
although such social / developmental dimensions of bullying should be subject to 
longitudinal research. Significantly lower levels of peer self -  esteem were also found
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in victims in comparison to bullies. Lower levels of peer self — esteem in victims in 
comparison to bullies and those never involved may be due to the experience of 
bullying. Thus, bullies, may engage in bullying in order to increase their peer self -  
esteem, by gaining power from abusing the victim.
When pupils involved in bullying as bullies or victims or bullies / victims were treated 
as one group and compared with those never involved, in relation to a number of 
measures, statistically significant differences between the two groups were detected in 
relation to demographic, school, non — school and personality factors.
The only demographic feature that was found to have an effect on overall 
involvement was grade. In contrast with previous research (Olweus, 1993a), which 
suggested that bullying occurs mostly in lower grades, the majority of pupils involved 
were found in 4* grade, whereas pupils from the not involved group tended to be 
either in the 4*** or 5* grades.
Those involved either as bullies and / or victims were also found to have significantly 
lower levels of Q.S.L. and higher levels of stress total. These findings support the 
association between school satisfaction and bullying, although there is no previous 
research to make any comparisons in the findings. Therefore, further research is 
required to verify the present findings. In addition, although Borkowitz (1993) 
claimed that negative affectivity and not stress is responsible for aggressive 
behaviour, the present study found a direct relationship between bullying and student 
stress. These differences could be attributed to use of different measures. The scale 
used in the present study concerns school related stress and not general stress. Past 
research however has also indicated that school factors could play a significant role in 
bullying (Davison, 1985; Ahmad et al., 1991), but the area has lacked extensive and
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consistent research concerning the association between Q.S.L. and school stress and 
bullying and victimisation.
Those who were involved were also found to have lower levels of well -  being in 
comparison with those never involved. Although the well - being of bullies has not 
been previously studied extensively, the detrimental effects of bullying on victims’ 
well - being have been discussed (e.g. Olweus, 1993b; Sharp and Thompson, 1992). 
There has been strong evidence, in the present research, that low levels of general 
well -  being is associated with bullying from the bully’s point of view, whereas the 
experience of bullying from the victim’s point of view could result in lower well -  
being levels. Previous research has focused on well -  being in relation to victimisation 
predominantly rather than bullying itself.
With regard to personality factors, those who were involved were found to have 
significantly higher levels of negative affectivity and lower levels of self -  esteem 
both total (Baron, 1977; Olweus, 1984; Borkowitz, 1993) and area specific (peer, 
home and school). Finally, those involved were found to have higher levels of internal 
locus of control and lower levels of external locus of control than those never 
involved. Just like locus of control, there is no previous evidence regarding the 
relationship between negative affectivity and bullying, to allow for any comparisons 
between the present and previous findings. However, research on aggressive 
behaviour in general confirms this finding (e.g. Brehm and Kassin, 1996), indicating 
that negative affectivity could cause aggressive behaviour. High levels of negative 
affectivity in victims might also be responsible for provocative styles (Smith and 
Boulton, 1991) of behaviour towards the bully. As previously mentioned, lower levels 
of self — esteem could be also imposed on victims, due to the experience of bullying.
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Bullies, on the other hand, may engage in bullying in order to increase their self — 
esteem, by gaining power from abusing the victim.
Overall it was found in the present study that there are more factors that converge 
bullies and victims rather than factors that differentiate them. Thus, it could be 
suggested that bullying and victimisation may be facets of the same entity and they 
could also be treated as one group in future research. Therefore, future research 
instead of focusing on differences between bullies and victims, it could also be 
focused on their similarities, in order to provide a clearer picture of the factors that 
cause and maintain the phenomenon overall. It might also be more functional to talk 
about the “bullying phenomenon” rather than about bullies and victims separately. 
However, one may argue that by treating bullies and victims as one group, as we did 
in the present study, is not a sufficient method to assess the “bullying phenomenon” 
argument (i.e. one entity hypothesis). Such hypothesis requires additional support 
from studies that investigate group processes and group interactions. On the other 
hand, we cannot ignore the present finding that bullies and victims found to differ in 
relation to demographics and peer self -  esteem.
Logistic regression revealed that from all the above factors Q.S.L. total and school 
stress total, which are both school factors, had the greatest influence on bullying 
involvement. These results indicate that school factors are highly associated with 
whether a pupil is involved in bullying and / or victimisation. In addition these results 
indicate that although demographic (i.e. school, gender) and personality factors (i.e. 
peer self - esteem) may differentiate bullying from victimisation, school factors (i.e. 
Q.S.L. and school stress) contribute to the phenomenon as a whole and may be 
responsible for its retention.
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Drawbacks of present research have been the lack of evidence concerning frequency 
of bullying and victimisation (how many times) (e.g. Rigby, 1999) as well as whether 
bullies were bullying repeatedly a victim(s) and whether victims were bullied by the 
same bully(ies). It would be claimed that frequency of bullying / victimisation, to / by 
same individuals, may have an effect on some factors (e.g. school stress or well - 
being). Such issues however should be subject to future research. In addition, the use 
of self -  report bullying scales, employed by the present study, have been negatively 
criticised for their reliability (e.g. Salmivalli et al., 1996). Also, since the sample 
employed in the present research consisted of two Scottish schools only, it would be 
rather risky to generalise the present findings to the population of pupils in Scotland 
or the UK.
The importance of school factors on bullying and victimisation suggests that schools 
and the anti-bullying policies they adopt could facilitate the prevention of bullying / 
victimisation. General school factors such as the size of the school, relationships with 
teachers, how pupils cope with the curriculum, negative teaching style (i.e. unfairness, 
authoritarian methods of discipline) and factors regarding school satisfaction (i.e. 
relationship with teachers) may facilitate the development of maladaptive behaviours 
in school (see also Wise and Upton, 1998), esp>ecially for bullies. Another issue, 
which would explain the role of Q.S.L. in victimisation, concerns whether the school 
has a clear anti-bullying policy. When schools do not adopt a straightforward bullying 
policy, victimised pupils may feel that their school does not take serious consideration 
of the problems they might face at school (Hoover, 1991). As a consequence, they are 
less satisfied with their school life.
Anti-bullying policies adopted by schools, should include possible actions for both 
bullies and victims and must target both individual pupils (bullies or victims) and
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school as a whole, as a preventive strategy (see also Salmivalli et al., 1996). The 
possibility to explore levels of satisfaction with various school issues should be given 
to pupils during classes. It might be also worth including stress management 
techniques or assertiveness training (for low self - esteem) and problem-solving skills 
in the curriculum. Assertiveness skills training should also target the role of the pupil 
within the peer - group.
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Chapter 10; Predicting Use and Maintenance of Use of Substances 
(Tobacco. Alcohol. Illicit Drugs) in Young Adolescents
Abstract
It was aimed firstly to investigate prevalence rates and consumption patterns of 
smoking, alcohol and drug use in a sample of Scottish adolescents. Secondly to study 
the role of demographic (grade, gender, parental socio-economic and educational 
status), school (Quality of School Life (Q.S.L.), school stress), non -  school (well -  
being) and personality (affectivity, self -  esteem, locus of control) factors in 
predicting use and maintenance of use of tobacco, alcohol and illicit drugs. For the 
purposes of the study, a set of measures was distributed to secondary school pupils (n 
= 425), in the Stirling area of Scotland. Differences and predictive values of the above 
factors were investigated for users vs. non-users and regular vs. occasional users for 
smoking, alcohol and drugs separately. It was found that having tried smoking or 
alcohol could be predicted at best from school stress but having tried drugs from peer 
self — esteem. Maintenance of smoking was predicted at best from Q.S.L. and of 
drinking from peer self -  esteem. None of the factors studied in the present research 
were found to predict significantly maintenance of drug use. Implications of these 
findings for decreasing prevalence of substance use are discussed.
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10.1 Introduction
Substance use in adolescence is not a new phenomenon. Substance use, rose from mid 
to late 1970’s and plateaud in the early 80’s, rising again during the 90’s (Johnston et 
al., 1995). Silbereisen et al. (1995) have predicted that in the future there will be a 
further increase in the prevalence of substance use, since there has been an increase 
over the years in the number of young people who are experimenting with substances.
10.1.1 Prevalence o f  substance use
Previous research has indicated that the most widely used substance by adolescents is 
alcohol, followed by cigarettes and marijuana (Johnston et al., 1989, 1994, 1995). It 
has also been proposed that young people report using solvents, opiates and other 
drugs with an early start and increasing frequency (Zeitkin and Swadi, 1994).
Crome (1997) in reviewing several studies o f substance use in secondary school aged 
children concluded that 10% - 20% smoke regularly, 30 - 90% drink regularly, 10% 
drink more than moderately, up to 70% have tried at least one illicit drug and 2.5% 
are using drugs weekly or more.
Adelekan et al. (1994) have also found that weekly use of cigarettes and monthly use 
of alcohol and drugs is the most common consumption pattern of use among 
adolescents. These authors also reported that, although experimentation with 
substances might start at the first grades it might increase at the higher grades of 
secondary school. Below the association between substance use and the variables of 
interest is presented. However, literature is not presented for each substance in 
relation to each factor separately, for the sake of brevity.
10.1.2 The demography o f  substance use
Crome (1997) suggested that the average age for starting consuming alcohol is 11 - 12 
years and for drug use 13 - 14 years. Morgan et al. (1986) in their study with
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secondary school Bristol pupils, found that the majority of the children reported that 
they had tried cigarettes before the age of 11. Adelekan et al. (1994) studying the 
prevalence of different substances in secondary schools found that 4"’ and 5* year 
students have the highest prevalence in alcohol and cigarette consumption. High rates 
of prevalence for other substances were also confirmed for the highest grades in the 
same study.
Gender has been found to be one of the main factors, which account for substance 
use. The level of regular smoking for example is higher in girls than boys (see also 
Murray et al., 1983; Oakley et al., 1992) at the ages of 13 - 15 years. By the age of 16 
this difference disappears. McCarthy et al. (1986), however, reported that boys are 
more likely to smoke at lower grades than girls.
When it comes to family’s socio-economic status, some research has suggested that 
this is not one of the main factors that are associated with an increase in the likelihood 
of using drug-related substances. Glendinning et al. (1994) in their study on Scottish 
adolescents found no effect of family socio-economic status on smoking. However, 
they found that socio-economic status is associated with substance use for those 
adolescents who lived on their own. Other studies though (e.g. Murray et al., 1983) 
found that children whose parents have manual jobs are more likely to start smoking 
than those whose parents have a non - manual job.
10.1.3 School factors and substance use
Although, Johnson et al. (1985) suggested that “the role of school organisational 
features are unrelated to smoking”, several studies proposed that general Quality of 
Life (Q.O.L.) as well as Quality of School Life (Q.S.L.) factors could be positively 
related with substance use. McCarthy (1986) reported that general quality of life is 
highly associated with smoking in the 1*' (12.3%) as well as the 5* grade (12.5%).
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Newcomb et al. (1986) assessing the effects of alcohol consumption found that it is 
associated with dissatisfaction in relation to school, work, and peer relationships. 
Murray et al. (1983) also found that those who favoured school were less likely to 
increase their levels of smoking and they had high levels of school satisfaction. 
Nutbeam and Aaro (1991) studying health behaviours of children in several European 
countries arrived at similar results. The more negative the attitudes towards school the 
more likely pupils were to smoke on a weekly basis. Finally, Oakley et al. (1992) 
revealed that satisfaction with school achievement could have a positive effect on 
decreasing smoking behaviour. They also detected that general stress and uncertainty 
could increase the levels of smoking.
Similar results were reported by Baer et al. (1987) who studied the relation of alcohol 
use with various anxiety measures. They found that students who reported more 
alcohol use, also reported more daily hassles and conflict in the family. In addition 
Hee - Soon et al. (1995) looked at correlates of smoking in Korean adolescents and 
found that academic stress was associated with smoking status. Nevertheless, Dewey 
(1999) reported that overall the study of school factors in relation to substance use has 
been rather neglected compared with the study of other factors.
10.1.4 Out o f  school factor (well - being)
Substance use incorporates major threats to the general well - being of adolescents 
(Bearinger and Blum, 1997). Blum (1987) concluded that substance use might be 
responsible for accidents, homicides, and suicide and could play a significant role in 
death rates of young adolescents. Substance use in adolescence could also lead to 
various social, emotional and physical problems in adulthood. Stewart et al. (1995), 
who examined the effect of smoking cessation in a wide age range (18 - 65), found 
that those who had quitted smoking for six months tended to have better
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psychological well - being, cognitive functioning, energy levels and sleep adequacy 
compared to those who continued to smoke. However, no differences were found in 
social functioning between those who quitted and those who continued smoking. 
Kandel et al. (1976) have suggested that high levels of depression in adolescence 
could be associated with slight increased probability of marijuana use. Overall 
previous research has viewed substance use as a consequence rather than as a cause of 
general well - being.
10.1.5 Personality and substance use
Research concerning the relationship between substance use and various personality 
factors remains inconclusive. Brook et al. (1977) for example found that drug use is 
related with higher levels of internal locus of control. Others have found no 
significant relationship (e.g. Schilling and Carman, 1978) and others a rather weak 
relationship between such variables. Some authors, however, found that locus of 
control is associated with specific school grades and substances only (e.g. Bearinger 
and Blum, 1997).
When it comes to self — esteem in adolescents, Dielman et al. (1984) reported that it 
produces small and sometimes significant negative correlations in relation to use of 
cigarettes, alcohol consumption and marijuana use (r = -0.09 to -0.18) (see also 
Dielman et al., 1987). Moreover, Kaplan (1975) proposed that negative self - attitudes 
could be related to substance abuse and other deviant behaviours during adolescence. 
However, lessor and Jessor (1977) and Kandel (1978) found no significant 
relationships between self - esteem and adolescent substance use.
Affect and mood have also been found to be associated with substance use. McCarthy 
(1986) for example found that 4.2% in the 1“ school grade, 2.3% in the 3”* school 
grade and 4.1% in the 5*** school grade, of smoking rate, could be explained by mood
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State measures. Slice et al. (1998) in their study of substance use escalation and de- 
escalation in a community sample of adolescents, found that negative affectivity could 
successfully predict substance use escalation.
10.1.6 The present research
The present study aimed firstly to investigate the prevalence and frequency rates of 
smoking, alcohol and drug use and secondly, the role of demographic, personality, 
school and non -  school factors in predicting experimentation and maintenance of 
substance use in a sample of secondary school pupils.
Although there has been extensive literature regarding correlates of substance use in 
young people, there also exists a number of methodological limitations associated 
with research, including distinction between “use” and “misuse” (Burkstein and 
Kaminer, 1994). In the present project, participants were asked to report actual 
frequency of smoking, alcohol, dmgs and quantity of smoking and alcohol.
Other methodological limitations of previous research include use of heterogeneous 
groups, wide age ranges and samples which vary in terms of culture, ethnicity and 
geographical area plus use of small and unrepresentative samples (Crome, 1997). The 
present research was conducted on a relatively large sample of secondary school aged 
pupils from a specific geographical area.
In addition, previous literature (e.g. Bearinger and Bloom, 1997) has suggested that 
different factors might account for use of different substances such as smoking, 
alcohol and drugs, therefore these have been examined separately in the present study. 
Furthermore, previous research, with a few exceptions, has rather neglected the issue 
that different factors might be responsible for trying or experimenting with a 
substance, in comparison to the factors responsible for maintaining the habit (e.g. Ray 
et al., 1998). The majority of substance use studies so far have examined the
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phenomenon in relation to use or no use only. Some studies however, have stressed 
the need to expand the user / non-user dichotomy. McCusker et al. (1995), for 
example, have expanded the category of users to include experimental and repeated 
and that of non-users to include resistant and vulnerable, indicating that substance use 
may involve separate stages. Others like Flay et al. (1983) proposed a four-stage 
model of adolescent smoking. This comprised of the preparatory stage (formation of 
knowledge, beliefs and expectation about smoking), first trial (physiological effects of 
smoking and psychosocial reinforcements), the experimentation stage (repeated but 
irregular use for an extended period of time -  occasional use) and regular use. These 
latter two stages, that involve mostly adolescents, were the substance use categories 
that were incorporated in the present research and included experimentation with 
(tried / not tried) and maintenance of substance use (regular / occasional). Differences 
between groups were studied in relation to the aforementioned individual and clusters 
of factors, across different substances.
There has also been some research suggesting that different factors account for 
different stages in substance use. Flay et al. (1994) for example suggested that peer 
smoking was more important in initiation rather than escalation of smoking. 
Identifícation of the factors that increase the likelihood of taking up substances across 
different stages / groups (stage theory) has important implications for p>olicy making. 
In smoking, for example, primary prevention targets early trying and experimental use 
and secondary prevention involves experimenters or regular users to quit (Flay et al., 
1998).
10.2 Method
Method for this chapter is as described in chapter 3.
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10.3 Scales
Instruments used in this chapter are as described in chapter 3. These included:
Substance Use Scale
D em ographics
Quality o f  School L ife Scale
Student S tre ss  Inventory (C hildren’s Version) (Alban M etcalfe et a l ,  1982)
P.G.I. G enera l Well - Being Scale (Verm a et al, 1983)
Hare S e l f  - esteem Scale (HSES) (Hare, 1985)
N ow icki’s  — S trickland’s Locus o f  Control Scale fo r  Children (Nowicki and  
Strickland, 1973)
Positive a n d  Negative Affect Schedule (PAN AS) (W atson et al., 1988 a)
10.4 Sample
Subjects are as described in chapter 3.
10.5 Statistical analysis
The first stage of analysis aimed to investigate differences between those who have or 
not tried smoking, alcohol and drugs in relation to demographic, school, non - school 
and personality measures. This analysis was performed in order to identify the 
significant factors that would increase the likelihood of experimentation with 
substances in adolescence. In the second stage, differences between occasional and 
regular users in relation to the same measures were investigated. Regular and 
occasional users were defîned according to frequency of consumption of cigarettes, 
alcohol and drugs. This second stage of analysis aimed to detect the significant factors 
that would lead to maintenance of substance use, once adolescents have started using
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these substances. In both stages of analysis differences between the two sets of groups 
(tried vs. not - tried and occasional vs. regular users) regarding smoking, alcohol and 
drug consumption, as well as the predictive value of factors (demographic, school, 
non-school, personality) were investigated.
T -  test analysis was used to detect any differences between those who had / or not 
tried smoking, alcohol, drugs and between occasional / regular users of the same 
substances, when continuous variables were concerned. Chi -  square analysis was 
used to detect any statistical differences between categorical variables.
All variables that were found to have statistically significant effects in either 
experimentation or maintenance of substance use, in univariate tests, were entered 
into Logistic regression analysis. Separate Logistic regression was used for predicting 
group membership for having / or not having tried smoking, alcohol, drugs and for 
occasional / regular users of the same substances from significant factors (defined 
from univariate tests).
Stages followed in Logistic regression analysis are described below. Significant 
variables / factors were entered firstly into individual logistic regression in order to 
determine whether they were significant predictors. Those factors found signifîcant in 
this stage were also entered into an overall Logistic regression in order to identify 
which of the factors is the most important in predicting group membership.
10.6 Results
10.6.1 Smoking — Prevalence and factors that contribute to having tried smoking 
It was found that 40.1% had tried smoking, while 51.8% had never tried (8.1% left the 
question unanswered) (see table 10.1). The majority of those who had tried smoking 
(25.6%) repxjited that they smoked occasionally. From those who had tried smoking, a
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proportion of 6% reported that they smoked every day, 4% a few days a week, 2.8% 
every few weeks and 0.9% once a month or less (see table 10.2). Number of cigarettes 
consumed per week was 9.3 on average (Sd = 9.2), indicating a higher number of 
cigarettes for some pupils.
Table 10.1. Prevalence of substance use
Categories Smoking (%) Alcohol (%) Drugs ( % )
Tried 40.1 77.2 21.2
Never tried 51.8 15.8 70.6
Unanswered 8.1 7.1 8.2
Table 2. Frequency of substance use
Categories Smoking ( % )
T ried  (40 .1% )
Alcohol (%)
Tried  (7 7 .2 % )
Drugs (%)
T ried  (2 1 .2 % )
Every day 6.8 1.2 1.4
Only a few days a week 4.0 7.3 2.6
Only every few weeks 2.8 22.6 3.3
Once a month or less 0.9 8.2 1.9
Only occasionally 25.6 37.9 12.0
From the demographics, only grade and gender were found to be significantly 
associated with experimenting with smoking. Fourth and fifth graders were found 
more likely to have tried smoking (X^= 14.1, Df = 5, p< .013). Girls were also more 
likely to have tried smoking (X^= 4.5, D.F = 1, p< .033). No significant differences 
were found by school, parental educational and socio-economic status, in relation to 
those who had tried and those who had not tried smoking.
Logistic regression revealed that both grade and gender could significantly predict 
experimentation with smoking (p<.011 and p<.033 respectively). Both factors were 
found to accurately predict experimentation with smoking. For grade, 58.27% and for 
gender 56.01% of the sample were correctly classified as having or not tried smoking.
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When the two demographic factors were combined, it was found that the prediction 
was significant (p<.005) and quite accurate as 60.61% of the sample was correctly 
classified as having or not tried smoking. Both demographic factors were found able 
to predict 6.1% of smoking experimentation (see table 10.4).
Table 10.3. Tried vs. never tried smoking: Differences in school factors (Q.S.L., 
student stress), non — school factors (well — being) and personality factors 
(affectivity, self -  esteem, locus of control)
Factors Have tried Have not tried t Df P<
(n = 175) (n = 220)
School Factors
Q.S.L. total 158.2 168.7 -4.8 332 .000***
School stress 44.1 34.5 4.4 345 .000***
Non — school
factors
Well — being total 59.6 62.1 -2.7 318 .007**
Personality Factor
Positive affectivity 35.1 35.1 -0.0 375 .969
Negative affectivity 18.5 17.1 2.3 363 .024*
Self - esteem total 89.3 91.0 -1.5 353 .141
Peer self -  esteem 29.1 28.2 1.8 370 .075
Home self -  esteem 31.4 32.7 -2.3 366 .024*
School Self - esteem 28.6 30.0 -2.9 360 .004**
External Loc 4.0 4.2 0.9 348 .389
Internal Loc 6.0 5.8 -0.9 348 .389
• fx .O S , •* p < .0 1 , • • • p  < .001 .
Both school factors, Q.S.L. and school stress, were found to be associated with having 
tried smoking. Statically significant lower levels of both Q.S.L. (t = -4.8, Df = 332, 
p<.000) and school stress (t = 4.4, Df = 345, p< .000) were found in those who had 
tried smoking than those who had never tried it. Both factors were found to predict 
significantly experimentation with smoking (pc.OOO), even when combined (p<.0(X)),
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(see table 10.3). Prediction was relatively accurate with 60.78% for Q.S.L. and 
59.94% for school stress of the sample being correctly classified as having or not tried 
smoking. The combination of the two school factors explained a higher percentage of 
smoking experimentation (10.1%) than the two factors alone (see table 10.4).
Having tried smoking was also found to be associated with levels of general well -  
being. It was found that those who had tried smoking had lower levels of general well 
-  being (t = -2.7, Df = 318, p <.007) (see table 10.3). Logistic regression showed that 
general well -  being was a significant (p<.006) and accurate predictor of 
experimentation with smoking with 58.13% of the sample correctly classified as 
having or not tried smoking. General well — being explained 3.1% of experimentation 
with smoking (see table 10.4).
Higher levels of negative affectivity (t = 2.3, Df = 363, p <.024), lower levels of home 
self - esteem (t = -2.3, Df = 366, p < .024) and school self -  esteem (t = -2.9, Df = 
360, p < .004) were found in those who had tried smoking in comparison to those who 
had never tried (see table 10.3). It was also found that all these personality factors 
were able to predict significantly (p< .003 - .024) and accurately experimentation with 
smoking (57.26 - 58.08% of the sample were correctly classified as having or not tried 
smoking) (see table 10.4). When all personality factors were combined it was found 
that home self -  esteem had the greatest influence on smoking experimentation 
(exp()3)= 1.011).
Overall, it was found that a combination of demographic, school and personality 
factors was able to predict significantly (p< .001) and accurately having tried smoking 
with 65.24% of the sample correctly classified. Combination of the factors was able to 
predict 17.4% of experimentation with smoking. Overall, the most important factors
2 4 9
in smoking experimentation were school stress (exp()3) = .988) and general well -  
being (exp(P) = .989) (see table 10.4).
Table 10.4, Predicting experimentation with smoking from school (Q.S.L., 
student stress), non -  school (well -  being) and personality factors (affectivity, 
self — esteem)
Factors B S.E. M odel M odel M odel Negelkerke % Overall
X_______ D f_______ g_<___________________ correctly  classified
D em ographics
Grade
Gender .440 .207 1.554
D em ographics
overall'
Grade - G ender
14.785
4 .5 4 6
18 .249
.011*
.033
.005**
.049
.015
.061
58 .27
56.01
60.61
School f a c to rs
Q.S.L. total .026 .005 1.026 2 2 .1 0 7 1 .000*** .086 60 .78
School stress -.023 .005 .976 19 .000 1 .000*** .071 5 9 .9 4
School Factors 23 .921 2 .000*** .101 60 .73
Q.S.L. to ta l .019 .006 1.019
School stress -.014 .006 .985
Non-school
factors
Well -  being total .039 .014 1.040 7 .4 4 5 1 .006** .031 58 .1 3
Personality f a c to r s
Negative a ffec tiv ity 2 .013 .877 7 .489 6 .3 2 3 1 .011* .023 5 7 .2 6
Home Self - e steem .043 .019 1.044 5 .0 6 5 1 .024* .018 57 .61
School S e lf  
esteem
.066 .023 1.068 8 .3 3 7 1 .003** .031 5 8 .5 6
Personality overall 10 .912 3 .012* .043 5 8 .0 8
Negative Af. 
Home se lf  -
1 .087 .908 2 .967
esteem
School S e lf  -
.011 .024 1.011
esteem .052 .029 1.053
Overall
Overall factors 3 2 .5 8 0 12 .001*** .174 6 5 .2 4
Grade'
Gender .767 .298 2 .153
Q.S.L. to u l .020 .009 1.020
Stress to tal -.011 .008 .988
Well - b e in g -.011 .026 .989
Negative Af. 
Home se lf  -
1 .870 1.536 6 .494
esteem
School S e lf  -
.014 .032 1.014
esteem .012 .045 1.012
Individual regression coefficients are not presented for the sake of brevity. *p<.05. •*p<.01. •••p <. 001.
2 5 0
10.6.2 Smoking - Factors that contribute to regular smoking
No differences were found between regular and occasional users, regarding 
demographic variables. However, differences, between those who were regular and 
occasional users, were detected for Q.S.L., well -  being, self-esteem  total and school 
self -  esteem. It was found that those who were regular smokers had lower levels of 
Q.S.L. (t = -2.5, Df = 144, p < .014), well -  being (t = -2.5, Df = 134, p < .012), 
school self-esteem  (t = -2.7, Df = 153, p < .008) and self-esteem  total (t = -2.1, Df 
= 148, p < .039) (see table 10.5). Logistic regression showed that all these factors 
could significantly (p < .011-.037) and accurately predict maintenance of smoking 
with 66.18 -  68.00% correctly classified as regular and occasional users. Individual 
Logistic regressions revealed that well - being total could account for the highest 
percentage of smoking maintenance (6.3%) in comparison to the other factors (see 
table 10.6).
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Table 10.5. Regular vs. occasional smokers: Differences in school factors (Q.S.L., 
student stress), non -  school factors (well -  being) and personality factors 
(affectivity, self — esteem, locus of control)
Factors Regular Occasional t Df P<
Users Users
(n = 58 ) (n = 113)
School Factors
Q.S.L. total 151.9 161.0 -2.5 144 .014*
School stress 44.1 45.1 -0.3 150 .766
Non -  school factors
Well -  being total 57.2 60.8 -2.5 134 .012*
Personality Factor
Positive affectivity 34.2 35.4 -1.1 161 .286
Negative affectivity 19.5 18.1 1.1 160 .264
Self - esteem total 86.5 90.6 -2.1 148 .039*
Peer self -  esteem 29.0 29.2 -0.2 156 .805
Home self — esteem 30.0 32.0 -2.1 156 .038*
School Self - esteem 27.2 29.3 -2.7 153 .008**
External Loc 4.0 4.0 -0.0 151 .976
Internal Loc 6.0 6.0 0.0 151 .976
However, when significant factors were combined in a new Logistic regression, self -  
esteem total was found to have the greatest influence as regards regular smoking 
(exp(^ = 1.007). Combinations of factors were also found to significantly (p < .009) 
and accurately predict maintenance of smoking (66.18 -  68.00% were correctly 
classified as occasional and regular smokers across measures). All factors were found 
able to predict 13.3% of the smoking maintenance (see table 10.6).
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Table 10.6. Predicting regular and occasional smoking from school (Q.S.L.), non 
-  school (well -  being) and personality factors (self -  esteem)
Factors S.E. Model Model 
Df
Model
P <
Negelkerke % O verall 
rectly classifled
School f a c t o r s
O.S.L. total .020 .008 1.021 5 .982 1 .014* .056 67.81
Non-school
factors
.058 .024 1.060 6 .320 1 .011* .063 66 .18
.032 .015 1.033 4 .314 1 .037* .040 68 .00
.016 .012 1.017
11.398 3 .009** .133 6 9 .3 0
.055 .039 1.057
.007 .025 1.007
Personality fa cto rs
Self -  esteem total
Overall
Overall factors 
Q.S.L. total 
Well -  being 
Self -  esteem  
total
10.6.3 Alcohol -  Prevalence and factors associated with having tried alcohol
It was found that a higher percentage of pupils (77.2%) had tried alcohol rather than 
smoking. Those who had never tried alcohol represented only 15.8% (7.1% left the 
question unanswered) (see table 10.1).
Occasional drinking was again the most common consumption pattern for alcohol 
(37.9%). From those who reported that had tried alcohol, a proportion of 1.2% 
reported that they drank every day, 7.3% a few days a week, 22.6% every few weeks 
and 8.2% once a month or less (see table 10.2).
The number of units consumed every week for those who drank regularly was 4.8 on 
average, with a quite high Sd (6.0), which indicates that some of the pupils drank 
quite heavily.
From the various demographics examined only grade was found to be significantly 
associated experimenting with alcohol. It was revealed that 4* and 5“* graders were 
more likely to have tried alcohol than pupils from other grades (X  ^= 51.9, Df = 5, p < 
000). No statistical significant differences were detected between those who had tried 
alcohol and those not, in relation to gender, different schools and parental socio-
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economic and educational status. As table 10.8 indicates, grade was a significant (p < 
.000) and accurate predictor of experimentation with alcohol with 82.95% of pupils 
correctly classified as having or not tried alcohol. Grade was able to explain 19.1% of 
experimenting with alcohol variance.
School factors, Q.S.L. and school stress total were also found to be associated with 
experimentation with alcohol. It was found that those who had tried alcohol also had 
lower levels of Q.S.L. (t = -4.2, Df = 332, p < .000) and higher levels of school stress 
(t = 3.6, Df = 345, p < .000) than those who had not (see table 10.7). Both factors 
were found to significantly (p < .000) and accurately predict experimentation with 
alcohol as 83.53% for Q.S.L. and 83.00% of pupils for school stress being correctly 
classified as having or not tried alcohol. Individual Logistic regression analysis on 
Q.S.L. and school stress revealed that Q.S.L. is a better predictor of alcohol 
experimentation as it could explain a higher percentage (9.1%) of its variance in 
comparison to school stress (6.3%). However, stress total (exp(/3) = .985) was found 
to have a greater influence on alcohol experimentation than Q.S.L., when the two 
factors were combined in a new Logistic regression. It was revealed that the 
combination of these two factors was able to predict significantly (p < .000) and 
accurately experimentation with alcohol with 83.50% correctly classified as having or 
not tried alcohol (see table 10.8).
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Table 10.7. Tried vs. never tried alcohol: Differences in school factors (Q.S.L., 
student stress), non — school factors (well — being) and personality factors 
(affectivity, self -  esteem, locus of control)
Factors Have tried Have not tried t Df P <
(n = 328) (n = 67)
School Factors
Q.S.L. total 161.9 175.0 -4.2 332 .000***
School stress 40.6 30.2 3.6 345 .000***
Non -  school
factors
Well -  being total 60.2 65.2 -4.1 318 .000***
Personality Factor
Positive affectivity 35.0 35.9 -1.0 375 .311
Negative affectivity 18.0 16.2 2.1 363 .033*
Self - esteem total 89.9 92.3 -1.6 353 .117
Peer self -  esteem 28.7 28.3 0.6 370 .531
Home self — esteem 31.8 33.5 -2.2 366 .028*
School Self - esteem 29.2 30.3 -1.7 360 .096
External Loc 6.0 5.2 2.6 348 .009**
Internal Loc 4.0 4.8 -2.6 348 .009**
*P<.05, **p<.01, ***p <.obT ----------- ---------------------------------
Personality factors were also found to be associated with experimentation with 
alcohol. It was found that those who had tried alcohol scored higher on levels of 
negative affectivity (t = 2.1, Df = 363, p < .033) and external locus of control (t = 2.6, 
Df = 348, p < .009), and lower on home self -  esteem (t = -2.2, Df = 366, p < .028) 
and internal locus of control (t = -2.6, df = 348, p < .009) (see table 10.7). Individual 
Logistic regression analysis revealed that the above personality factors were able to 
significantly (p < .009 - .026) and accurately predict experimentation with alcohol, 
with 82.74 -  84.57% of pupils correctly classified as having or not tried alcohol. 
Separate Logistic regression analysis on the above personality factors also showed
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Table 10.8. Predicting experimentation with alcohol from demographics (grade), 
school (Q.S.L., student stress), non — school (well — being) and personality factors 
(affectivity, self — esteem)
1  ^ Factors B S .E . E x p M o d e l M o d e l M o d e l N e g e lk e rk e % O v e ra ll
____ ( B ) _ D f P  < c o r re c tly  c lassified
1  Demopraphics
1  jrade' 47 .642 5 .000*** .191 82.95
1  ichool fac to rs
■ J.S.L. total .033 .008 1.034 18.435 1 .000*** .091 83.53
1  itress total -.027 .007 .972 13.363 1 .000*** .063 83.00
1  jehool Factors 19.435 2 .000*** .105 83.50
1  Q.S.L. total .029 .009 1.029
1  School stress -.014 .008 .985
1 Von-school
1 factors
1 Veil -  being to ta l .087 .022 1.091 17.212 1 .000*** .091 84.69
1 Personality f a c to r s
1 Vegative affectiv ity 3 .002 1.554 20 .1 3 6 4 .922 1 .026* .022 82.74
1 Home Self - e steem .063 .029 1.065 5 .2 0 0 1 .022* .024 83.15
1 internal Loc .203 .078 1.225 6 .754 1 .009** .033 84.57
External Loc -.203 .078 .861 6 .754 1 .009** .033 84.57
Personality overall 17.433 3 .000** .091 83 .80
Negative Af. 2 .304 1.752 10.015
1 Home se lf —
esteem .087 .035 1.091
Internal Loc^ .276 .088 1.317
Overall
Overall factors 38 .382 11 .000*** .267 85.78
Grade'
Q.S.L. total .011 .012 1.011
Stress total -.009 .012 .990
Well - being .027 .040 1.027
Negative Af. 1.433 2 .455 4 .1 9 3
Home se lf  -
esteem .071 .052 1.074
Internal Loc^
TT------:------- - .164 .115 1.178
iijT inuiviuuai graaes are not preseoica ror me saice oi Drevity. external locus of cmtrol was made 
redundant from the design matrix because equals to 10 -  Internal locus of control. *p<.05. **p<.01, »**p <. 001.
10.6.4 Alcohol — Factors associated with regular use o f  alcohol
From the demographic factors, only school grade was found to be associated with 
frequency of alcohol consumption. It was found that regular alcohol users were more 
likely to be in fourth year (X^ = 34.1, Df = 5, p < .000). Those who were regular 
alcohol users also presented with lower levels of Q.S.L. (t = -4.0, Df = 277, p < .000) 
and higher levels of peer self -  esteem (t = 3.2, Df = 306, p < .002) in comparison to 
occasional users (see table 10.9). Lx>gistic regression revealed that all these factors
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were able to significantly (p < .000 - .001) and accurately predict maintenance of
alcohol consumption with 59.74 -  64.72% correctly classified as occasional and
regular alcohol users. Individual Logistic regression, regarding these factors, showed
that the best predictor of regular alcohol use was school grade, since it explained
14.8% of the variance of maintenance of alcohol use (see table 10.10).
Table 10.9. Regular vs. occasional alcohol users: Differences in school factors 
(Q.S.L., student stress), non -  school factors (well -  being) and personality 
factors (affectivity, self -  esteem, locus of control)
Factors Regular
users
(n = 132)
Occasional
users
(n =196)
t Df P <
School Factors
Q.S.L. total 156.2 165.7 -4.0 277 000***
School stress 43.2 38.9 1.8 286 .080
Non -  school
factors
Well -  being total 60.4 60.1 0.3 270 .778
Personality Factor
Positive affectivity 34.7 35.1 -0.5 310 .641
Negative affectivity 17.9 18.1 -0.3 300 .787
Self - esteem total 90.2 89.5 0.6 293 .569
Peer self -  esteem 29.6 28.0 3.2 306 .002**
Home self — esteem 31.7 31.9 -0.4 304 .711
School Self - esteem 28.8 29.4 -1.3 300 .205
External Loc 6.1 5.9 1.1 295 .253
Internal Loc 3.9 4.1 -1.1 295 .253
When all significant factors were combined in a new Logistic regression, it appeared 
that the most important factor in predicting frequency of alcohol consumption was 
peer self — esteem (exp()5) = .901). The combination of the factors provided a
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significant (p < .000) and accurate prediction of maintenance of alcohol use with 
67.94% correctly classified as regular and occasional alcohol users. All factors were 
found able to explain 24.7% of the maintenance of alcohol use variance (see table 
10. 10) .
Table 10.10. Predicting regular and occasional alcohol use from demographics 
(grade), school (Q.S.L.) and personality factors (seif -  esteem)
1 F ac to rs B S .E . E x p M o d e l M o d e l M o d e l N e g e lk e rk e %  O v e ra ll
(B) D f P < c o r re c tly  classiH ed
1 D em ographics
1 Grade 37.761 5 .000*** .148 64 .72
1 School fac to rs
Q.S.L. total .0 2 4 .006 1.025 15.560 1 .000*** .073 63 .08
Personality f a c to rs
Peer S e lf - esteem -.0 8 5 .027 .917 10.229 1 .001*** .044 59 .74
Overall
Overall factors 53 .285 7 .000*** .247 67 .94
G rade '
Q .S.L. total 
P ee r se lf  —
.033 .008 1.033
esteem
---------- r::------- :--------
- .1 0 3 .032 .901
Regression coefTicients for individual grades are not presented for the sake of brevity. *p<.05. **p<.01. *»*p <. 001
10.6.5 Drugs -  Prevalence and factors that contribute to  having tried drugs
A relatively high number of pupils (21.2%) reported that they had tried drugs, whilst 
70.6% had never tried (8.2% left the question unanswered) (see table 10.1).
Occasional consumption of drugs was found again the most common consumption 
pattern (12%). From those who reported that had tried drugs, a proportion of 1.4% 
rejxjrted that they used drugs every day, 2.6% a few days a week, 3.3% every few 
weeks and 1.9% once a month or less (see table 10.2).
The only demographic factor, which was found to be associated with exp>erimentation 
with drugs, was school grade. It was found that fourth year pupils were more likely to 
have tried drugs (X^ = 27.8, Df = 5, p < .000). School grade appeared a significant (p 
< .000) and accurate predictor of experimentation with drugs (77.06% correctly 
classified as having or not tried drugs) as Logistic regression showed. School grade
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was found able to explain 12% of the experimenting with drugs variance (see table 
10.12).
Those who had tried drugs were also found to have significantly lower levels of 
Q.S.L. (t = -3.8, Df = 328, p < .000) and higher levels of school stress (t = 3.6, Df = 
341, p < .000) (see table 10.11). Both factors were able to significantly (p <.(XK)) and 
accurately predict experimentation with drugs, with 78.48% for Q.S.L. and 76.97% 
for school stress correctly classified. However, individual Logistic regression analyses 
for Q.S.L. and school stress showed that Q.S.L. is a better predictor than school stress 
(5.3%) of experimentation with drugs, since it was able to explain 6.3% of its 
variance (see table 10.12). When the two factors were combined in a new Logistic 
regression, school stress appeared to have had the greatest influence on 
experimentation with drugs (exp(/^ = .987). The combination of the two school 
factors provided a significant (p < .000) and accurate prediction of experimentation 
with drugs, with 78.67% of the sample correctly classified. Both factors, when 
combined, explained 7.3% drug experimentation (see table 10.12).
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Table 10.11. Tried vs. never tried drugs: Differences in school factors (Q.S.L., 
student stress), non -  school factors (well -  being) and personality factors 
(affectivity, self -  esteem, locus of control)
Factor Have tried Have not tried t Df P <
(n = 90) (n = 300)
School Factors
Q.S.L. total 156.1 166.3 -3.8 328 .000***
School stress 45.9 36.6 3.6 341 000***
Non — school
factors
Well - being total 59.2 61.7 -2.3 316 .021*
Personality Factor
Positive affectivity 33.8 35.5 -2.0 371 .042*
Negative affectivity 19.0 17.3 2.2 359 .028*
Self - esteem total 89.4 90.7 -0.9 349 .373
Peer self -  esteem 29.8 28.3 2.7 366 007**
Home self -  esteem 31.1 32.4 -2.0 362 .045*
School Self - esteem 28.4 29.7 -2.3 356 .022*
External Loc 6.3 5.7 -2.3 344 .024*
Internal Loc 3.7 4.3 -2.3 344 .024*
Well -  being levels were found lower in those who had tried drugs than those who 
had never tried (t = -2.3, Df = 316, p < .021) (see table 10.11). Well -  being also 
appeared a significant (p <.020) and accurate predictor of having experimented with 
drugs (75.47% of the sample were correctly classified). Well -  being was able to 
explain 2.5% of the experimentation with drugs variance (see table 10.12).
Those who had tried drugs reported lower levels of positive affectivity (t = -2.0, Df = 
371, p < .042), home self -  esteem (t = -2.0, Df = 362, p < .045), school self -  esteem 
(t = -2.3, Df = 356, p <.022), internal locus of control (t = -2.3, D f = 344, p <.024) and 
higher levels of negative affectivity (t = 2.2, Df = 359, p <.028), peer self-esteem  (t
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= 2.7, Df = 366, p <.007) and external locus of control (t = -2.3, Df = 344, p <.024) 
(see table 10.11). Individual Logistic regression analysis on the above personality 
factors showed them able to predict significantly (p< .005 - .048) and accurately 
experimentation with drugs, with 75.14 -  77.29% of pupils correctly classified. 
Logistic regression on the above p>ersonality factors also showed that negative 
affectivity and peer self -  esteem were the best predictors of experimentation with 
drugs, since they each explained 3.1% of its variance (see table 10.12). When all 
personality factors were combined it was shown that peer self -  esteem (exp(/3) = 
.875) was the most important factor in determining whether a pupil had tried dmgs. 
The combination of all the above personality factors provided a significant (p< .000) 
and accurate prediction of experimentation with drugs, with 76.77% of the sample to 
be correctly classified. All personality factors were found able to explain 13.9% of the 
experimenting with drugs variance (see table 10.12).
When all significant factors were combined in a new Logistic regression, the most 
important one for determining experimentation with drugs was peer self -  esteem 
(exp()3) = .858). The combination of factors provided a signiflcant (p< .(XX)) and 
accurate prediction of experimentation with drugs, with 78.41% of pupils to be 
correctly classified. The combined factors were found to explain 23.4% of drugs 
experimentation (see table 10.12).
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Table 10.12. Predicting experimentation with drugs from demographics (grade), 
school (Q.S.L., student stress), non — school (well — being) and personality factors 
(affectivity, self -  esteem, locus of control)
1 F a c to r B S .E . E x p
____ ( B ) _
M o d e l M o d e l
D f
M o d e l 
P <
N e g e lk e rk e % O v e ra l l  
c o r re c tly  c la ss ified1 D em oeraphics
1  Grade 3 1 .9 8 3 5 .000*** .120 7 7 .0 6
1 School fac to rs
1  Q.S.L. total .024 .006 1.024 13.771 1 .000*** .063 78 .481 Stress total -.021 .006 .978 12 .242 1 .000*** .053 7 6 .971 School Factors 14 .542 2 .000*** .073 7 8 .6 7
1  - Q.S.L. total .018 .007 1.018
1 - Stress total -.012 .007 .987
1 Non-school
1 factors
1 Well -  being total .038 .016 1.038 5 .3 5 0 1 .020* .025 7 5 .4 7
1 Personality f a c to rs
1 Positive Af. .034 .017 1.035 4 .0 2 9 1 .044* .016 76 .9 4
1 Negative Af. 2 .197 .852 8.998 7 .4 9 5 1 .006** .031 7 7 .2 9
1 Peer Self - esteem -.079 .029 .923 7 .5 7 7 1 .005** .031 7 7 .17
1 Home Self - esteem .044 .022 1.045 3 .8 9 3 1 .048* .016 7 6 .9 21 School S e lf .062 .027 1.063 5 .2 9 8 1 .021* .022 76 .82I esteem
Internal locus con. .153 .068 1.166 5 .2 2 2 1 .022* .022 75 .14
External locus con -.153 .068 .857 5 .2 2 2 1 .022* .022 7 5 .1 4
1 Personality overall 3 0 .7 4 7 6 .000*** .139 7 6 .77
Positive Af. .013 .021 1.013
Negative Af. -.0 4 6 .023 .954
Peer S e lf
esteem -.1 3 2 .036 .875
Home se lf  -
esteem .010 .0 2 9 1.010
School S e lf  -
esteem .102 .041 1.108
Internal Loc^ .138 .077 1.148
Overall
Overall factors 3 8 .6 3 3 14 .000*** .234 78.41
Grade'
Q.S.L. total .013 .012 1.013
Stress to tal - .0 0 4 .0 1 0 .995
Well -  be ing -.001 .032 .998
Positive Af. .002 .0 3 4 1.002
Negative A f -.051 .033 .950
Peer S e lf  -
esteem -.152 .0 4 6 .858
Home se lf  —
esteem .031 .039 1.031
School S e lf  -
esteem .062 .0 5 8 1.064
Internal I 
— rr—=— - --------- .135 .102 1.145
■Nci^siaa coenicients ror inaividiui grades are oot presented for the sake of brevity. External locus of co 
redundant from the design matrix because equals to 10 -  Internal locus of control. *p<.05. **p<.01, <. 001.
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10.6.6 Drugs — Factors associated with regular consumption o f  drugs 
Table 10.13 indicates that when regular and occasional drug users were compared in 
relation to demographic, school, non - school and personality factors, none of these 
factors was significantly associated with frequency of drug consumption. Hence no 
further analysis was performed.
Table 10.13, Regular vs. occasional drug users: DifTerences in school factors 
(Q.S.L., student stress), non -  school factors (well — being) and personality 
factors (affectivity, self -  esteem, locus of control)
Factor Regular
Users
(n=31)
Occasional
Users
(n = 59)
t Df P<
School Factors
Q.S.L. total 150.2 159.8 -1.8 71 .076
Stress total 50.2 42.8 1.5 78 .146
Non -  school
factors
WB Total 57.6 60.2 -1.3 75 .197
Personality Factor
Positive affectivity 31.8 34.8 -1.7 84 .097
Negative affectivity 20.0 18.3 1.0 83 .309
Self - esteem total 89.2 89.8 -0.2 77 .834
Peer self -  esteem 30.4 29.6 0.7 81 .458
Home self — esteem 31.2 31.2 0.0 81 .982
School Self - esteem 27.5 28.8 -1.2 80 .241
External L.O.C. 6.1 6.4 -0.7 83 .501
Internal L.O.C. 3.9 3.6 0.7 83 .501
10.7 Discussion
Silbereisen et al. (1995) have predicted a future increase in the prevalence of 
substance use in young people, therefore the need to develop appropriate prevention
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and intervention strategies has become evident. On the other hand, Crome (1997) 
found that it is at the age of 11 when young p>eople usually start using illicit drug 
substances, indicating that research concerning the factors associated with substance 
use should focus on secondary school pupils.
The major drawback of previous research concerning the causation of substance use 
in adolescence is the lack of evidence about differences in the factors that would 
increase the likelihood of experimenting with substances and factors that maintain it, 
across different substances. Therefore, the present research has studied separately the 
role of school, non -  school and personality factors on experimenting and maintaining 
the use of tobacco, alcohol and drugs.
It was found that a considerably high percentage of pupils reported that they had tried 
smoking, alcohol and drugs. Alcohol was the most popular substance pupils had tried 
(77.2%), followed by smoking and dmgs. Occasional consumption though constituted 
the most common consumption pattern for all the different substances. Higher 
percentages of daily consumption were detected for smoking, in comparison to drugs 
and alcohol. Quite high weekly consumption rates were reported for smoking and 
alcohol, taking into account the age of the participants. These results are consistent 
with previous research in the area (e.g. Crome, 1997) which has indicated that 
drinking and smoking are highly prevalent in secondary schools. It is also important 
to mention that the high Sd of both, number of cigarettes and alcohol units consumed 
in a weekly basis, indicated that some pupils were heavy smokers and drinkers.
Crome (1997) (and Johnston et al., 1989, 1994, 1995) found that regular drinking 
posses higher prevalence rates than smoking. However, higher prevalence rates of 
daily smoking found in the present study may be due to easier access to cigarettes 
than to alcohol by pupils. This discrepancy in the results between the present and
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previous studies might also indicate an increase in the prevalence rates of smoking in 
adolescence in recent years. However, such hypothesis needs to be tested in larger 
scale studies that include additional areas. Furthermore, in contrast with Adelekan et 
al. (1994) who suggested that monthly use of drugs was the most common 
consumption pattern, a quite high number of pupils reported weekly and every few 
weeks consumption of drugs. These results may also indicate an increase in frequency 
of drug use during recent years.
Overall results have shown that experimenting with and maintaining use of different 
substances in secondary school aged pupils can be associated with various 
demographic, school, non -  school, and personality factors as well. Grade was found 
to be significantly associated with smoking, alcohol and drugs’ experimentation, but it 
significantly predicted maintenance of alcohol use only. Previous research has also 
suggested that 4“* and 5*** graders are more likely to try smoking and alcohol (see also 
Adelekan et al. 1994). Gender, on the other hand, was found to be significantly 
associated with smoking experimentation, with girls being at higher risk of trying 
smoking than boys and possibly becoming regular smokers in the future (see also 
Murray et al., 1983; Oakley et al., 1992). Therefore, it could be suggested that health 
education about substance use should predominantly focus on these particular grades 
found to be at risk. Health education campaigns against smoking should also target 
girls who were found to be at greater risk than boys for experimenting with smoking. 
No demographic factors however have been found to be associated with maintenance 
of consumption for smoking and drugs.
From school factors, both Q.S.L. and school stress have been found to be associated 
with experimentation and maintenance of substance use. Levels of Q.S.L. were shown 
to significantly predict experimentation with smoking, alcohol and drugs (Strivastava
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and Strivastava, 1986; Newcomb, 1986; Oakley et al„ 1992). Q.S.L. was also able to 
predict maintenance of use of smoking and alcohol. A ptossible explanation for the 
association between low levels of Q.S.L. and experimentation with drugs might be the 
possible seeking of alternative sources of satisfaction, since school may not meet 
pupil s own needs. School stress was found able to predict experimentation with 
smoking, alcohol and drugs (Baer et al., 1987; Oakley et al., 1992) but it was not a 
strong predictor of regular use of any of the substances under scrutiny. These results 
provide evidence that school stress might be an important factor for starting using 
substances but does not have a strong a strong association with maintaining their use. 
Well -  being was found able to predict experimentation with smoking, alcohol and 
drugs (Blum, 1987; Bearinger and Blum, 1997), but it was able to predict only 
maintenance o f smoking. These findings suggest that regular smoking, but not regular 
use of alcohol and drugs, is associated with well -  being currently and vice versa. 
However, alcohol and drug use may also have long term effects on pupil’s well -  
being, but such hypothesis need to be tested with longitudinal rather than cross — 
section designs.
Personality factors were also found to be associated with both experimenting and 
maintaining the use of substances. Significantly lower levels of positive affectivity 
were detected in those who had tried drugs but not in those who had tried smoking or 
alcohol. Negative affectivity however was found to significantly predict 
experimentation with all these substances (Stice, 1998). Affectivity did not have a 
significant effect on the maintenance of consumption for any of these substances. 
Although general self-esteem  was found to significantly predict only maintenance of 
smoking, area specific self -  esteem was found to be more highly associated with 
experimentation and maintenance of substance use. Low home self -  esteem was
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found to significantly predict having experimented with smoking, alcohol and drugs, 
but it was found to significantly predict only the maintenance of smoking. School self 
-  esteem was also able to significantly predict maintenance of smoking. Past research 
has indicated the negative effects of low general self - esteem on taking up legal and 
illegal substances (e.g. Dielman et al., 1984) but the area has lacked research 
concerning the association between area specific self - esteem and substance use / 
abuse. In contrast with home and school self -  esteem, significantly higher levels of 
peer self — esteem were found able to predict experimentation with drugs and 
maintenance of alcohol use.
When it comes to locus of control, it was found that significantly higher levels of 
external locus of control and lower levels of internal locus of control could 
significantly predict having tried alcohol and drugs. However, there have been 
inconsistent results, in previous studies, in relation to the role of locus of control on 
substance use (e.g. Brook et al., 1977; Schilling and Carman, 1978). In the present 
study, no significant association between locus of control and experimenting with 
smoking or maintaining the use of smoking, alcohol and dmgs was found.
Comparing the importance of different factors on experimenting with substances, the 
present results suggest that experimentation with smoking or alcohol could be 
predicted at best from school stress but experimentation with drugs from peer self -  
esteem. Maintenance of smoking behaviour was predicted at best from Q.S.L. and of 
drinking behaviour from peer self -  esteem. None of the factors studied in the present 
research were found to predict significantly maintenance of drug use. The above 
results suggest that experimenting with different substances and becoming a regular 
user is subject to various different factors. However, Q.S.L., school stress and peer 
self -  esteem seem to be the core factors in the experimentation and maintenance of
268
substance use in general, since they were repeatedly found to be associated with 
substance use across different consumption levels (experimentation, maintenance). 
Since overall it was found that the best predictors of substance use were school stress, 
Q.S.L. and peer self — esteem, two of these factors being predominantly school 
related, this indicates that schools could play a very important role in substance use 
prevention and intervention. Brook et al. (1989) have also reported that school climate 
could be associated with drug involvement. They suggested that ineffective teaching, 
the presence of inattentive and disruptive students were positively related with greater 
substance use. Schools could facilitate the prevention o f  substance use by improving 
Q.S.L. and reducing levels of school stress. Improvement of Q.S.L. could be 
enhanced by identifying the particular needs that pupils may have in relation to 
various Q.S.L. domains (i.e. support) and then to take appropriate action to improve 
these areas. Also the use and implementation of certain school - related, stress - 
management strategies could facilitate reduction of the levels of school stress. When 
It comes to the relationship between self -  esteem and substance use, Kaplan et al. 
(1982) proposed that people who suffer from low general self-esteem, may seek out 
environments that reinforce substance use or other maladaptive behaviours and, Leary 
et al (1995) have reported that substance use may blunt negative self - feelings. 
Yamold (1992) has also stressed that drug use is strongly driven by peer -  influences.
It was successfully shown in the past that the likelihood o f  drug use is increased when 
there is a considerably high number of drug users in the social environment (Dembro 
et al., 1981) and when peers are in favour of drug use (Ried et al., 1986).
Prevention programmes run by schools might also incorporate peer self — esteem as 
means of reducing substance use. In well-structured sessions, class scenarios could be 
modelled on how peers are pressuring the use of substances. Facilitators then would
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be able to “educate” pupils how they would effectively resist peer -  pressure (see also 
Flannery et al., 1994). Sessions like this can boost coping -  skills related to peer 
pressure (see also Carvajal et al., 1998). Since peer self -  esteem was found 
associated with substance use, peer education programmes regarding substance use 
could be also considered as means for preventing substance use. Hansen (1992) found 
that social influence programmes are of the most successful in preventing the onset of 
substance use.
However, controlling use of substances following stage models (i.e. Flay et al., 1983) 
should include targeting those factors that were found to be responsible for the use of 
different substances in different stages. This means that early / primary prevention 
(tried vs. not groups), or secondary prevention (experimental vs regular use) should 
incorporate the specific factors found to affect them, across substances. Nevertheless, 
it may be important to add the majority of studies that have investigated stages of 
substance use have been based on longitudinal data, whereas the present study is a 
cross — sectional one. Verification of the present findings requires further research, 
employing longitudinal designs.
Although the present project enlightened many of the issues concerning the use and 
maintenance of use of tobacco, alcohol and drugs in adolescents, some questions have 
been left unanswered. For example, the location where different substances are being 
consumed, distributed or purchased may be a quite important factor (e.g. Hussong et 
al., 2000), and may be associated with the factors studied in the present study.
In addition, the present research has lacked information concerning the type of 
alcohol and drugs that pupils consume. It is well known that substances differ in the 
amount of harm they cause, which may be an important issue in the area of well - 
being. Finally, it is also important noting that the present study has not used measures
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specifically designed to assess aspects of substance use. On the other hand, self -  
reported data, used by the present research, may suffer from lack of reliable 
responses, especially in a sensitive topic such as substance use. In addition, data used 
in the present research were derived from two schools only, thus the present results 
could not be generalised to the population of pupils in Scotland.
Moreover, family factors should be investigated by future research in relation to 
substance use since family represents the other most important area, apart from 
school, where young adolescents interact. Future research should also focus on 
comparing the effects of family and school on substance use and facilitate the 
development of prevention and interventions programmes, which take into account 
both family and school factors. This suggestion becomes evident if we take into 
account the effects of family self — esteem on substance use found in present research.
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Chapter 11; Summary of the Main Findings. Practical Implications and 
Recommendations for Future Research.
11.1 Introduction
The present thesis aimed to investigate what constitutes school satisfaction, its 
correlates and factors that are associated with school satisfaction, in secondary school 
children. For the purposes of the study a series of seven cross — sectional studies were 
conducted.
Since previous instruments regarding Q.S.L. were limited in scope and predominantly 
restricted to university populations, a new instrument that measures school 
satisfaction was firstly developed and tested. The new scale and its psychometric 
properties were described in chapter 1. Secondly, some of the factors associated with 
school satisfaction were examined. Chapter 2 compared the effects of demographics, 
school stress, well -  being and personality factors (self -  esteem, locus of control and 
affectivity) on Q.S.L. The results of a cross -  cultural study regarding correlates and 
predictors of Q.S.L. between Scotland and Greece were presented in chapter 3. In 
addition, three main school issues were examined in association with school 
satisfaction, which were school performance (chapter 7), school misbehaviour 
(chapter 8) and school bullying (chapter 9). Although, school satisfaction was the 
variable of interest and studied in relation to the three aforementioned areas, other 
factors such as demographics, school stress, well — being and personality (self — 
esteem, locus of control, affectivity) were also studied as correlates / predictors / in 
relation to these three areas and in conjunction with school satisfaction. This design 
has enabled not only to check whether school satisfaction is associated with the 
aforementioned school issues, but also how strong this association was when 
compared with the associations between the same issues and other factors. The same
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design was also used in chapter 10, that aimed to compare Q.S.L. and other school, 
well -  being and p>ersonality factors regarding their relation with substance use.
The purpose of the current chapter is to discuss the general findings of the thesis, as 
these arose from its different chapters and overall. Limitations of the present research, 
its practical implications, as well as areas that need to be further investigated, by 
future research, will also be discussed. Three main areas were approached in the 
present thesis, which are firstly the construction of a school satisfaction scale and 
associative factors of school satisfaction, secondly school satisfaction and school 
factors / issues and finally school satisfaction and substance use. The present chapter 
discusses these three areas separately and overall in relation to main findings, 
limitations and avenues for future research.
11.2 School satisfaction: Its construction and correlates
Chapters 4 and 5, aimed to discuss the construction of a new Q.S.L. scale and a model 
of Q.S.L. that included demographics, school stress, well -  being and personality 
factors. In chapter 6 a cross -  cultural comparison between Scotland and Greece 
regarding Q.S.L. levels and its correlates was discussed. As noted in chapter 5, 
previous research on British samples regarding Q.S.L. and Q.S.L. instruments, 
especially devised for secondary school pupils, has been rather limited.
One of the innovations of the new Q.S.L. scale is that it was based on school 
performance indicators (areas of assessing quality of services provided by schools), as 
these defined by the Scottish Office. In addition, previous scales have also been 
predominantly based on University populations, whereas the Q.S.L. areas studied in 
such scales, may have included not only school factors (e.g. family issues). The 
present Q.S.L. scale followed a pupil -  centred perspective, as it is the pupils and not
274
the school that make the quality assessment in various school domains. Furthermore 
only school related Q.S.L. domains were chosen to be included in the present scale. 
Previous literature presented in chapter 5 has suggested that Q.S.L. could be 
associated with various factors including demographic, school and p>ersonality factors. 
The study described in chapter 5 was incorporated a selection of the above clusters of 
factors to be studied in relation to Q.S.L. Such selection has been predominantly 
based on previous literature regarding Q.S.L.
11.2.1 Main find ings
The new Q.S.L. scale proved to be an easy to use, reliable and valid instrument, 
although there is a need to establish further its psychometric properties. It may 
also be important to note that a high reliability coefficient of the Q.S.L. scale was 
also obtained in the Greek sample.
Studying the demographic (school, school grade, gender), school (school -  stress) 
and personality (self -  esteem, affectivity, locus of control) predictors of Q.S.L., 
it was found that demographic factors were the weakest predictors of Q.S.L. 
School stress was found to explain 16.9% of the Q.S.L. variance. However, 
overall, the strongest predictor of Q.S.L. was personality, which was found to 
explain 37.7% of the Q.S.L. variance in total (self -  esteem total, affectivity). It 
was also found that from the individual factors, the strongest predictor of Q.S.L. 
was school self -  esteem as it explained 28.5% of the Q.S.L. variance, followed 
by positive affectivity (24.7%). The high association between Q.S.L. and 
personality factors provided some grounds for conceptualising Q.S.L. as a trait 
rather than a state.
- The high association between Q.S.L. and personality factors was also highlighted 
in the cross -  cultural study between Scotland and Greece. For both samples
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positive affectivity was the best predictor of Q.S.L. Another important finding 
regarding this cross - cultural study was that Scottish pupils obtained significantly 
higher scores in relation to Q.S.L. total, indicating higher levels of Q.S.L. 
Scottish pupils also obtained significantly higher means in all Q.S.L. domains 
apart from the Objective Environmental factors domain, where Greeks obtained a 
higher mean, indicating higher levels of satisfaction with this domain.
11.2.2 Lim itations o f  the studies and recommendations fo r  fu tu re  research  
Although the new Q.S.L. instrument has been found to have good psychometric 
properties, such properties need to be tested further by future research. This is so 
because the sample that was used for the standardisation of the scale may be criticised 
as rather small for a standardisation study, and in particular, a rather small percentage 
of 6* graders included. Additionally, lower grades (T‘ to 3^ *^ ) were not included in the 
sample of the cross — cultural study. When it comes to the study of correlates of 
Q.S.L., although demographics, school stress and personality were investigated in 
relation to Q.S.L., other factors that may have an important impact on Q.S.L., also 
require to be considered in future research (e.g. family attitudes towards schooling). 
Some methodological biases regarding the cross -  cultural study, raise some 
difficulties in accepting the higher levels of Q.S.L. of Scottish pupils in comparison to 
the Greek as true. The most important of them may be the construction of Q.S.L. 
scale, used with both samples, but based on performance indicators devised by 
Scottish educational authorities. It could be argued that Greek authorities may value 
different areas and if such issues had been included, this would have changed the 
results. Therefore, further cross — cultural research may be required to conflrm the 
findings.
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11.2.3 The practical implications o f  the research
The present Q.S.L. scale could be used by individual schools in order to assess any 
areas of satisfaction or dissatisfaction of pupils within several school key areas. In 
larger scale projects the instrument might be used for investigating and identifying 
common areas across schools that might be a source of satisfaction or dissatisfaction 
for pupils, thereby enabling policy makers to enhance the quality of services provided. 
The scale could also be used to identify any disadvantaged areas in schools that 
require interventions to be applied in order to improve, when it is necessary, and to 
identify school - related research priorities for the future. The Q.S.L. scale could also 
be used with caution in Greece, as high reliability coefficients were found, although 
again the present findings need to be tested further.
Since Q.S.L. was highly associated with personality factors and especially school self 
-  esteem such a factor should be carefully considered when enhancement of Q.S.L. is 
concerned. Several methods could be applied in order to increase school self -  
esteem. The use of positive attitude by teachers towards pupils appeared as quite 
important in increasing school self -  esteem.
11.3 School satisfaction and school factors
In part D of the thesis the association between Q.S.L. and self -  rated school 
performance, school punishment and bullying / victimisation, in conjunction with 
other demographic, school, well -  being and personality factors was investigated.
With regard to school performance, previous research has suggested that it is 
associated with various demographic, school, well -  being and personality factors. 
However, no data were available for self — rated performance. Although there has 
been some evidence that school factors may be associated with school performance
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(e.g. A1 — Methen and Wilkinson, 1985), no study has been found assessing the 
relationship between Q.S.L. and self -  rated performance, at least in the same depth as 
the present thesis has approached Q.S.L. In chapter 7, the association between Q.S.L. 
and other factors with self -  rated performance was investigated. However, such 
investigations took place at two levels, separately for each syllabus subject and 
overall. It was one of the innovations of the present research to investigate 
associations between various factors and self -  rated p>erformance in different syllabus 
subjects, in a single study.
Previous research regarding the correlates of school misbehaviour has predominantly 
focused on attitudes towards discipline (e.g. Caffyn, 1989), effectiveness of 
disciplinary methods (e.g. Houghton et al., 1990) and other school related factors. 
One of the main gaps in previous research was a lack of literature regarding the 
association between school misbehaviour and demographics, school and personality 
factors, in comparison, in order to identify best predictors of school misbehaviour. A 
study like this, however, was described in chapter 8.
In chapter 9, the association between Q.S.L. with bullying and victimisation, in 
conjunction with other factors, was investigated. However, in this chapter bullying / 
victimisation was approached in two ways. Firstly, similarities and differences 
between bullies and victims in relation to Q.S.L. and other school, demographic, well
-  being and personality factors were identified. In addition, in this chapter bullies and 
victims were investigated as one group, in order to identify similarities of those 
involved in either bullying and / or victimisation, as opposed to those never involved.
11.3.1 Main findings
- Q.S.L. was found to be associated with higher self -  rated performance in science 
only, but it was not its best predictor, when compared with other demographic.
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school, well -  being and personality factors regarding their strength of their 
association towards self - rated performance in this subject. No other significant 
associations between Q.S.L. and other school subjects were found. Another 
important finding of this study was that different factors predict at best different 
self — rated performance across individual subjects and pierformance overall. 
Gender was found the best predictor of self rated performance in English and 
Arts. Levels of well — being found to predict at best self — rated performance in 
maths and science. The best predictors of overall self -  rated performance were 
negative affectivity and school self -  esteem.
Just like the association between Q.S.L. and self -  rated school performance, 
Q.S.L. was found to be associated with school misbehaviour. It was found that 
those who had misbehaved in class presented with significantly lower levels of 
Q.S.L. However, when Q.S.L. was compared with other demographic, school, 
well -  being and personality factors regarding their predictive value towards these 
variables, it was found that the best predictor of school misbehaviour was gender, 
with boys being more likely to misbehave in school than girls. The significant 
role of gender on school misbehaviour is suppxjited by previous research (e.g. 
McFadden et al., 1992).
Although Q.S.L. was not found to be the best predictor of self — rated 
performance and misbehaviour, it was found to be the strongest predictor of 
overall involvement of bullying and / or victimisation, alongside with school 
stress. These results indicate that school factors could play an important role in 
bullying and / or victimisation. On the other hand, although it was found that 
school factors were associated with the bullying phenomenon as a whole, 
demographics (e.g. gender) and peer self -  esteem, were found able to
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differentiate between bullying and victimisation. Overall results indicate that 
bullying and victimisation shared some similarities as well as some differences.
11.3.2 Lim itations o f  the stud ies and recommendations fo r  fu tu re  research
The main criticism regarding the self -  rated performance study, refers to the 
collection and use of self — rated data. One may argue that pupils may have not 
reported the actual grades they get in school. Therefore, further research is needed to 
confirm the findings of this piece of research. Such research should probably be based 
on actual data from school files, as far is performance is concerned. The limitation 
regarding the use of self -  rated data could also apply to the studies that investigated 
school misbehaviour and bullying / victimisation as well. In addition, there where 
some issues regarding the present study of bullying / victimisation that should be 
investigated further as they were rather neglected by the present research. Frequency 
of bullying and victimisation was not investigated in the present research in relation to 
Q.S.L., and one could argue that it could be associated with the levels of Q.S.L. It is 
also worth noting that future research regarding bullying and victimisation could 
probably focus on the role of peer self -  esteem on bullying and victimisation, as it 
was identified as the most important factor that differentiates bullying from 
victimisation. Although it was found that bullies have higher levels of peer self — 
esteem, further research is needed to highlight the role of peers, in general, on 
bullying and victimisation. Such research could probably investigate interaction 
patterns between bullies, victims and peers, in order to highlight aspects of peer 
behaviour that may cause and / or retain the problem.
11.3.3 The practical im plications o f  the research
Since no single factor was found to account for self -  rated performance across 
academic subjects and overall, it becomes rather difficult to make one single
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suggestion to improve performance, if required. The findings of the present research 
suggested that when this is the case individual academic subjects should be 
approached separately. However, overall performance was found to be predicted at 
best by school self -  esteem and negative affectivity. The fact that school self -  
esteem, which is a school factor, is the best predictor of overall self -  rated 
performance implies that school might play a crucial role in pupils’ performance. 
However, negative affectivity could also be an out of school factor which implies that 
school performance is not also subject to school, but also to out of school factors as 
well. The interactive pattern of school and non-school factors in relation to school 
pieiformance should be investigated further in the future.
School misbehaviour is one of the problems that is rising (e.g. Parson and Howelett, 
1986), providing the need to educational authorities to implement interventions to 
tackle the problem. According to the results of chapter 8, there are various factors, 
including Q.S.L., that are associated with misbehaviour in school. However, the best 
predictor was found to be gender, therefore careful consideration should be given to 
this factor, as far as policies regarding school misbehaviour are concerned. It is quite 
important to note though that such gender differences regarding behaviour in school 
could be also socially constructed (e.g. higher parental tolerance towards behaviour of 
boys; Bleach, 1996). Therefore, out - of - school factors are quite important in shaping 
children’s behaviour in school. Collaboration between school and family seems to be 
the best avenue to tackle the problem.
Since overall involvement in bullying and victimisation was found to be predicted at 
best by Q.S.L. and school stress, it indicates that school factors could be quite 
important in tackling the problem overall (see also e.g. Wise and Upton, 1998). 
Exploring and dealing with any school areas that pupils have identified as
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unsatisfactory, might have a positive effect on prevalence rates of bullying / 
victimisation, in a given school. The application of school related stress -  
management techniques by teachers during classes may also help to tackle the 
problem. Finally, peer self -  esteem could also be used as an element of intervention 
strategies regarding bullying and victimisation, as it was also found a key factor in the 
problem.
11.4 School satisfaction and substance use
Chapter 10 aimed to identify factors associated with experimentation and maintenance 
of use of alcohol, tobacco and illicit drugs. Such factors have included demographics, 
school, well — being and personality. Previous research has suggested that 
experimentation and maintenance of use of substances is associated with various 
factors, including Q.S.L. (e.g. Newcomb et al., 1986).
11.4.1 M ain find ings
Q.S.L. was found to predict significantly experimentation with smoking, alcohol 
and drugs as well as maintenance of smoking and alcohol use. However, Q.S.L. 
was found the best predictor only of smoking maintenance, when it was 
compared with other demographic, school, well — being and personality factors, 
regarding their effects on experimentation and maintenance of different 
substances. It was also found that experimentation with smoking or alcohol could 
be predicted at best from school stress and experimentation with dmgs from peer 
self -  esteem. Maintenance of alcohol use was predicted at best by peer self -  
esteem.
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11.4.2 L im ita tions o f  the studies and recom m endations fo r  fu tu re  research
There were some questions that should be investigated further in relation to 
experimentation and maintenance of use of substances. For example the actual 
location where such substances are purchased and consumed was not investigated in 
the study discussed in chapter 10. Another important question that should be 
investigated further is the association between different alcohol and drug types in 
relation to various factors. One could claim that different substances may have 
different effects on well -  being.
11.4.3 The pra c tica l implications o f  the research
In chapter 10 it appeared that school factors such as school stress and Q.S.L., could 
play an important role in experimentation and maintenance of substance use, although 
peer self -  esteem was also found to be a significant factor. These results indicate that 
by improving the levels of Q.S.L. and reducing the levels of school stress, a decrease 
in prevalence and frequency of substance use may be achieved. The significant 
association between experimentation with drugs and peer self -  esteem, again 
highlights the role of peers in problems that adolescents may confront. Therefore, peer 
self -  esteem should be probably part of intervention programs aiming to decrease 
substance use prevalence and frequency of consumption.
11.5 Summary of conclusions
One of the main purposes of the present thesis was to investigate the associations 
between Q.S.L. and school performance, school misbehaviour, school bullying and 
substance use. It was found that Q.S.L. was associated with self -  rated performance 
in science, school misbehaviour, experimentation with smoking, alcohol and drugs 
and maintenance of alcohol use, although it was not their best predictor. However,
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Q.S.L. was the best predictor of overall involvement in bullying and / or
victimisation, and smoking maintenance. Such multiple associations between Q.S.L.
and other factors lead to the following general conclusions:
- Firstly, there is a wide range of factors that Q.S.L. is associated with, and despite 
it being a predominantly school factor, it could significantly predict school (e.g. 
misbehaviour) factors and factors that have school and out - of - school 
manifestation (e.g. substance use). A possible explanation for such complex 
associations between Q.S.L. and other school and non -  school issues may be that 
the best correlate of Q.S.L. is personality and particularly self -  esteem. 
Personality factors also have been found to be associated with most of the above 
factors. Therefore, one could argue that personality is the mediator between 
Q.S.L. and the above factors / issues.
Secondly, there are factors that Q.S.L. forms stronger associations with (e.g. 
bullying) than others (e.g. self - rated performance). This finding indicates that 
Q.S.L. tends to function as any other psychological factor (e.g. personality), 
which may form stronger associations with some variables than with others. 
Although Q.S.L. is part of many behavioural manifestations, it has the tendency 
to affect more strongly some of these. This phenomenon may be due to the fact 
that it is predominantly associated with personality factors and personality has 
been shown to hold stronger associations with particular behavioural outcomes. 
In addition, from the present findings, we are unable to conclude on the exact 
relationship between Q.S.L. and Q.O.L. From the strong association between 
Q.S.L. and general well -  being found in the present thesis, it could be suggested 
that the two might be highly interrelated. However, further research is required to 
verify this hypothesis, incorporating controlled comparisons between the two. It
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may be also important to add that both Q.O.L. (e.g. Diener, 1984) as well as 
Q.S.L. formulate high associations with personality factors, which could also be 
an indication of their association. The Q.S.L. associations with various 
behavioural phenomena may also suggest that these may be parts of Q.S.L., 
therefore they should be included as domains in future Q.S.L. scales. Again at the 
moment we are unable to conclude whether this approach for future research is a 
correct one. This is predominantly due to failure of past research to provide a 
widely accepted and concrete definition of Q.O.L., that would provide the limits 
of what exactly constitutes Q.O.L. Therefore, future research should 
predominantly focus on what Q.O.L. is. Determining what constitutes Q.O.L. 
exactly would also provide some directions on what constitutes Q.O.L. in schools 
(i.e. Q.S.L.), or at least this new evidence on Q.O.L. could be used as an 
indication of how Q.S.L. should be approached.
Thirdly, the fact that Q.S.L. is associated with such important issues, that both 
pupils and schools of secondary education may confront, implies the need for 
schools and educational authorities to consider Q.S.L. as an important aspect of 
schooling and attempt to maintain high levels of Q.S.L. in order to achieve 
positive school outcomes. Future research could also focus on intervention 
strategies aiming at enhancing Q.S.L. In such interventions, however, personality 
should be carefully considered and implemented.
Fourthly, Q.S.L. should be given more attention in studies that investigate the 
above issues and also should be included in intervention strategies aiming to 
tackle the above issues / problems. This is especially the case for the issues / 
problems that Q.S.L. was found to best predict when compared with other factors 
(e.g. bullying).
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When it comes to summarise the most important findings regarding the correlates of 
Q.S.L., it appears from chapter 5 that Q.S.L. is associated with both demographics 
and personality factors. However, it has been found that Q.S.L.’s best predictor from 
all the demographics studied in relation to Q.S.L. was age / school year and from the 
personality factors the best predictor was school self -  esteem. The association 
between age and Q.S.L. implies that it is a dynamic concept that changes over the 
school career of a pupil. From the strong association between Q.S.L. and school self -  
esteem we could conclude firstly that perceptions about self in the school setting 
could play a very important role in shaping school satisfaction more than any other 
factor. Secondly, if we accept that school self -  esteem remains quite stable over the 
school years, as many personality factors do, then it becomes evident that levels of 
Q.S.L. may also remain stable over time. Thus, the next question may be whether 
schools have the power to intervene, in order to increase the levels of Q.S.L., if 
necessary. On the other hand, how is it possible for Q.S.L. to be both dynamically 
changeable and stable, at the same time. It would be rather scientifically naive to 
adopt “a black or white” attitude when it comes to such complex and multifactorially 
determined notions as Q.S.L. Certainly more research is required to determine such 
aspects of Q.S.L. with explicit focus on how perceptions of Q.S.L. are acquired, 
mentally represented and reported when asked. From our data it appears that Q.S.L. 
has a tendency to remain reasonably stable over time as its best predictor was school 
self -  esteem, which is a personality factor. However, although there is a tendency to 
believe that personality factors remain stable over time, they could probably change 
by use appropriate interventions. On the other hand, little is known about how speciflc 
areas of self -  esteem, like school and family, are developed and evolved throughout 
ones’ life. A preliminary assumption, regarding whether school self -  esteem is stable
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or it changes over time, would be that it might vary through the school years as pupils 
become mature and move towards adulthood. However, such assumptions need to be 
tested by future research. Furthermore, self -  esteem may be very much a social 
concept indicating that is formed within a social context and changes according to the 
social effects.
Nevertheless, it may be important to mention that such complexity that accompany 
Q.S.L. should not deter research but rather should ensure that future research designs 
are of adequate sophistication. From the present thesis it appears that Q.S.L. seems 
like a canvas, a “background” factor, that colours and helps to stand out different 
aspects of school life. It may be a “latent” concept, in a sense that its effect is 
manifested via other behaviours and phenomena. However, it is always there to 
underline, illustrate and, seemingly, determine the very presence and progress of 
certain school behaviours and tendencies.
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Dear pupil.
We would like to ask for your assistance in a research project concerning life at school. 
Very little information is available about how pupils feel about school. This study aimg 
to collect information about your school life in general. We hope this information will 
help to improve school life in future. We would like to ask your help in completing this 
questionnaire. Taking part in this survey is completely voluntary, anonymous and 
confidential. Please complete all parts of the questionnaire.
Many thanks for taking part.
Principal Researcher: Mr A. Karatzias Supervised by: Professor K.G.Power 
Dr V. Swanson



ilow there are a n um ber o f  statem ents about your school life. Please circle the num ber w h ich  best 
ascribes how  strongly you  agree o r disagree w ith each  statem ent, using the scale below . T ry  to  keep in 
ind that all the statements refer to the school year you are in now. T here are no rig h t o r  wrong 
aswers. P lease be sure you  answ er all the statem ents. T here is an exam ple below .
1 = Strongly Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree
Example
F or exam ple if  you  w ere to  reply to the  item  “ 1 enjoy the class w ork” .
If you circle 1 th is m eans that you strongly disagree w ith the statem ent that class w o rk  is 
enjoyable  to  you.
If you circle 2 th is  m eans that you disagree w ith  the statem ent that class w ork is en jo y ab le  to 
you.
If you circle 3 th is  m eans that you agree w ith the  statem ent that class w ork is en jo y ab le  to 
you.
If you circle 4 th is  m eans that you strongly agree w ith the statem ent that class w ork is  
enjoyable to  you.
1 I am  satisfied  w ith th e  variety o f  subjects being tau g h t at school. 1 2 3 4
12 I am  satisfied  w ith th e  num ber o f  subjects I take at school. 1 2 3 4
3 I am  satisfied  w ith the  tim etable at school. 1 2 3 4
14 I enjoy the day to  day  activities in the class. 1 2 3 4
5.1 enjoy the class w ork. 1 2 3 4
6.1 am  satisfied  w ith m y perform ance on the class w ork. 1 2 3 4
I am  satisfied  w ith th e  opportunities I have to  partic ipa te  in class. 1 2 3 4
8.1 feel I can deal w ith  th e  tasks set in class w ork by teachers. 1 2 3 4
1 = Strongly Disagree
2 = Disagree
3 = Agree
4 = Strongly Agree
:5.1 feel that tests and exam s are t h e  proper w ay o f  assessing m y perform ance 
at school.
;6.1 feel that I get the grades I d e se rv e  at school.
;7.1 feel that teacher’s com m ents g iv e n  w ith m y grades help m e to  im prove my 
work at school.
;8.1 am  satisfied  w ith my p e rfo rm an ce  in tests /  exams.________________________
39.1 feel that I am  treated w ith r e s p e c t by the s ta ff  at school. 1 2 3 4
30.1 feel I get praised enough w h e n  I achieve som ething at school. 1 2 3 4
31.1 feel that school rules leave m e  space to express myself. 1 2 3 4
32.1 feel w elcom e at school. 1 2 3 4
33.1 enjoy being a  student 1 2 3 4
34.1 am  proud o f  my school. 1 2 3 4
35.1 feel that my ow n expectations a re  well m et a t school. 1 2 3 4
36.1 am  satisfied  w ith the interest m y  parents show  for my life at school. 1 2 3 4
37.1 feel that my teacher /  other s c h o o l staff are there fo r m e w hen  I have 
problems at school.
38. I feel that my friends are there f o r  me w hen I have problem s a t school.
39.1 am  satisfied  w ith the support se rv ices  that school provides m e when I have 
problems.
40, I feel that my parents are there f o r  me w hen I have problem s a t school.______
41.1 feel that school helps me to  u n d e rs tan d  m y strengths and w eaknesses. 1 2 3 4
42.1 feel that school helps me to  d e v e lo p  new  skills. 1 2 3 4
43.1 feel that school helps me to  c h o o s e  a fu ture career. 1 2 3 4
44.1 feel that school helps me to  m e e t  the dem ands o f a future job. 1 2 3 4
145.1 am  satisfied  w ith the re la tio n sh ip  I have w ith  my teachers, in general. 1 2 3 4
46.1 am  satisfied  w ith the re la tio n sh ip  I have w ith  non teaching school staff. 1 2 3 4
47.1 am  satisfied  w ith the re la tio n sh ip  I have w ith  other pupils a t school. 1 2 3 4
48.1 am  satisfied  w ith the re la tio n sh ip  I have w ith  my friends a t school. 1 2 3 4
49.1 am  satisfied  w ith the sport fa c ili tie s  at m y school. 1 2 3 4
50.1 feel that my school is ad eq u a te ly  furnished. 1 2 3 4
51.1 am  satisfied  w ith the av a ilab ility  o f  social areas to  m eet w ith  friends at 
break times.
1 2 3 4
J2.1 feel that food services at my sc h o o l are satisfactory. 1 2 3 4
53.1 find decoration  at my school p leasan t. 1 2 3 4
54.1 find the equipm ent a t school adeq u a te . 1 2 3 4
55.1 feel that m y school is quite n e a r  my hom e. 1 2 3 4
J6.1 feel safe at school. 1 2 3 4
Please list below  w hat you think c o u ld  m ake your life at school b e tte r? .

W e w ould  like you to  tell us, as a pup il, how m uch each o f  the 40 fo llo w in g  item s is  a  source  
o f  s tre s s  to  you. P lease circle the  num ber that best describes how you fe e l about each item, 
using the fo llow ing scale. T here  a re  no right o r w rong answ ers. P lease  be sure you have 
answ ered  each item. I f  an item  d o e s  not apply to  you, c irc le  0. There is an ex am p le  below .
0  =  N o S tre ss  A t A ll
1 = S lig h t S tress
2 = A L o t o f  S tress
3  = E x tre m e  S tress
E x a m p le
F or exam ple if  you w ere to reply to  the item “how  stressful is the h o m ew ork  you have to  do?” 
If you  c irc le  0  this m eans that h om ew ork  is n o t a t  a ll s tre s s fu l to you.
If  you  circ le  1 this m eans that h om ew ork  is s lig h tly  s tre ss fu l to you.
If you  c irc le  2 this m eans that h o m ew o rk  is a  lo t  o f  s tre s s  to  you.
If you  c irc le  3 this m eans that h om ew ork  is ex trem e ly  s tre ss fu l to you.
H ow  stressful are each o f  the fo llo w in g  for you?
1. th e  num ber o f  pupils in my sc h o o l
2. o lder ch ild ren  bully young ones
3. to o  m any com pulsory  subjects o n  the time table
4. to o  m uch uninteresting  hom ew ork
5. teachers w ho talk at pupils ra th e r than  to them
6. som e pupils being set hom ew ork and  others no t
7. h om ew ork ’s dead lines too rigid
8. n o  p lace in school to  do  hom ew ork  or private study
9. system  o f  grades fo r poor w ork
10. system  o f  grades for good w ork
11. teachers w ho are  too  easy go ing
12. teachers w ho are too strict
13. understand ing  questions in exam inations and  tests
14. expense  o f  school holidays ab ro ad
15. h e lp  w ith  choice o f  career
16. tim e taken  to  travel to  school
17. locker /  c loakroom  accom m odation
18. few  suitable jo b s  for school leave rs
19. pe tty  ru les and regulations at sch o o l
20. be ing  treated  like young ch ild ren .
21. g e tting  a long  w ith  teachers
22. co s t o f  school uniform
23. lo sing  friends as you m ove up th e  school
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 1 2
0 = No Stress At All
1 = Slight Stress
2 = A Lot of Stress
3 = Extreme Stress
24. m aking new  frien d s as you m ove up the school
25. relevance (u sefu lness) o f  subjects studied at school
26. form al teach ing  m ethods
27. punishm ent for la teness
28. progress reports an d  exam  reports to parents
29. being rid iculed  fo r  poo r w ork
30. confidentiality  o f  in fo rm ation  given to  teachers
31. little  know ledge o f  standards required by the teacher
32. lack  o f  /  in su ffic ien t tim e in school fo r private study
33. high levels o f  no ise  in the school
34. personal p rob lem s
35. parents over an x io u s about my school work
36. consequences o f  le tting  dow n my parents
37. conflicting  a ttitu d es to  life betw een pupils and paren ts
38. conflicting  a ttitu d es to  life betw een parents and schoo l
39. w hen friends repea ted ly  get high m arks for their w o rk

B e lo w  th ere  a re  a  n u m b er o f  s ta tem en ts  ab o u t how  y o u  have f e l t  since the school year 
began. P le ase  t ic k  the  a n sw e r  w h ich  y o u  th in k  m ost n e a r ly  ap p lie s  t o  you. P le a s e  m ak e  su re  
y o u  a n sw e r a ll th e  s ta tem en ts .
Example
F o r  ex am p le , i f  y o u  w ere  to  re p ly  to  th e  ite m  “ feel u se fu l /  w an ted ” .
I f  y o u  tic k  “not at all” th is  m ea n s  th a t y o u  don’t feel at all useful / wanted.
I f  y o u  tic k  “rarely” th is  m ea n s  that y o u  rarely feel useful / wanted.
I f  y o u  tic k  “often or most of the time” th is  m ean s th a t y o u  usually feel useful / wanted.
I f  y o u  tic k  “frequently or all the time” th is  m ean s th a t y o u  always feel useful / wanted.
N ot a t  a ll R a re ly O fte n  o r F re q u e n tly
m o s t o f  th e o r  a ll th e
1 u s u a l ly .. . tim e tim e
1. feel in terested  in  life m ost o f  the 
tim e.
□ □ □ □
2. feel bothered by illness o r pain. □ □ □ □
3. feel satisfied w ith  life in general. □ □ □ □
4. feel energetic m ost o f the tim e. □ □ □ □
5. feel fairly  happy  in  my personal life. □ □ □ □
6. feel bothered by anxiety  o r worry. □ □ □ □
7. feel p roductive, creative. □ □ □ □
8. feel cheerful m ost o f  the tim e. □ □ □ □
9. feel as hav ing  a sense o f  belonging. □ □ □ □
10. feel easily  tired. □ □ a □
11. feel in good  spirits. □ □ a □
12. feel depressed  o r  dejected. □ □ □ □
13. feel easily  irrita ted  m ost o f  the tim e. □ □ □ □
14. feel re laxed  m ost o f  the tim e. □ □ □ □
15. sleep  fairly  w ell. □ □ □ a
16. feel in good health . □ □ □ □
17. feel em otionally  stable m ost o f  the 
tim e.
□ □ □ □
18. feel useful, w anted. □ □ □ □
19. feel bo thered  by nervousness. □ □ □ □
20. feel in firm  con tro l o f  my behaviour 
and  feelings.
□ □ □ □

B elow  there are a num ber o f  statem ents about your experiences at school. Tick the answ er 
th a t best applies to  you. T here are no  right o r w rong answ ers. Please be sure you answ er all 
th e  statem ents.
Y our grades at school las t year w ere.... (tick  only one for each subject area)
in  E n g lish
D o es n o t 
a p p ly  to  m e 
□
L o w e r leve l 
□
M id d le
lev e l
□
U p p e r level 
□
in  M ath s □ □ □ □
in  S c ien ce □ □ □ □
in  G e o g rap h y  /  H is to ry □ □ □ □
in  M o d e m  S tu d ies □ □ □ □
in  A rts /  M u s ic  /  D ra m a □ □ □ □

B elow  there a re  a num ber o f  statem ents about y o u r experiences at school. T ick the answ er 
that best app lies to  you. T here are no  right o r w rong  answ ers. P lease be sure you answ er all 
the statem ents.
1. H avo you experienced  punishm ent at school since  this school year began? (tick onlv one> 
Yes □
No □
2. If “Y es” w hat k ind  o f  punishm ent? (tick  as m any as apply to  vou^
D etention 
T elling o ff  
Forbidding o f c e rta in  
activities /  clubs 
Exclusion from  schoo l 
Lines
E xtra w ork 
Y ellow  slip 
O ther □  P lease specify .

Below  there are a num ber o f statem ents ab o u t your experiences at school. T ick the answ er 
that best applies to  you. T here a re  no right o r  wrong answ ers. P lease  be sure you answ er all 
the statem ents.
1. H a v e j'o u  experienced bu lly ing  at school since this school year began? (tick onlv one^
Yes □  If Yes go to question 6
No □  If No go to question 8
2. S ince this school year began, have you experienced  bullying from ....(tick  as m anv as annlv 
to you).
A F riend(s) □
A pupil(s) in your class Q
A pupil(s) from  another 
class Q
Y our teacher(s) □
O ther school staff □
3. W hat kind o f  bullying have y o u  experienced? (tick as m anv as app ly  to  voui
B eing called  nam es 
H aving rum ours spread 
about you 
Left out o f  things 
Y our things dam aged 
Forced to  follow  the group 
or to do  things 
B eing hit 
B eing threatened 
Being teased 
B eing pushed /  shoved 
B eing punched 
O ther □  Please s p e c ify .
4. H ave you bullied anyone at school since th is  school year began? (tick  onlv onel 
Yes □  If Yes go to question 9
No □  If No go to next page (part 4)
5. Since th is school year began, have  you bu llied ....(tick  as m anv as  annlv to  voiri
A  F riend(s) □   —
A  pupil(s) in your class □
A  pupil(s) from  another 
class
Y our teacher( s) □
O ther school staff □  P lease spec ify__________________________________
6. W hat k in d  o f  bully ing have you used? (tick  as m anv as aonlv  to  voui
C alling n am es 
Spreading rum ours about
□
people □
L eaving p e o p le  out o f  things □
D am aging p e o p le ’s th ings 
Forcing p eo p le  to do  w hat
Q
you o r y o u r group  w ant to  do □
H itting  p eo p le □
T hreaten ing  jjeople □
T easing p eo p le □
Pushing /  shov ing  people a
Punching p eo p le □
O ther □  P lease specifv

B elow  there are a nu m b er o f  statem ents ab o u t substance use. T ic k  the answ er that best applies 
to  you. There are n o  right o r w rong answ ers. Please be sure you answ er all the statem ents.
1. H ave you ever sm oked  cigarettes? (tick on ly  one)
Y es □  I f  “Y es”  g o  to question  2.
N o □  I f  “N o” g o  to  question  4.
2. D o you usually sm o k e__
Every day □
O nly a few  days a w eek  □
O nly every few  w eek s  □
O nce a month or less  □
O nly occasionally □
3. I f  you sm oke d a ily , how m any cigarettes d o  you usually sm oke p e r day?
P lease sp ec ify ________________________
4. H a v e  y o u  e v e r  d ru n k  a lc o h o l?  (tick o n ly  o n e l  
Y es □  I f  “Y es”  g o  to  question  5.
N o □  I f  “N o ” g o  to  question  7.
5. D o you usually d r in k ....( tic k  only one I
E very  day □
O nly a few days a w eek  □
O nly every few w eeks □
O nce a month o r less □
O nly occasionally □
6. H ow  m any units d o  you usually  drink p e r w eek?
Please sp ec ify _______________________ _
(1 u n it = 1/2 p in t beer, 1 g lass  o f  wine o r 1 m easu re  o f  spirits)
7. H ave you ever u sed  illegal drugs (for exam ple  A m phetam ines, E cstasy , C annabis Solvents 
e tc .)?  (tick only one!
Y es □  I f  “Y es”  g o  to  question  10.
N o  □  I f  “N o ” go  to  next page  (p a rt 8).
8. D o you norm ally u se  illegal drugs.... (tick  only onel
Every  day Q
O nly a few  days a w eek  □
O nly every few  w eeks □
O nce a month or less □
O nly occasionally □

T he fo llow ing sentences are designed to  find out how you  generally feel when you are w ith  
o ther people your age. P lease circle the num ber that best describes how  you feel about the 
sentence, using the follow ing scale. T here are no right o r w rong  answ ers. Please be sure you 
answ er all the statem ents.
a = Strongly Disagree 
b = Disagree 
c = Agree 
d = Strongly Agree
1 .1 have at least as m any friends as o ther people my age. a b  c
2 . 1 am  not as popular as o ther p>eople m y age. a b c
3. In the kinds o f  things tha t people my age like to  do, I am  a t least as
good as m ost o ther people. a b c
4. People m y age often p ick  on me. a b c
5. Other people think I am a lot of fun to be with. a b c
6. I usually  keep to  m y se lf because I am  not like o ther peop le  my age. a b c
7. O ther people  w ish that they w ere like me. a b c
8. I w ish I w ere a d ifferen t kind o f person because Td have m ore friends. a b c
9. I f  my group o f  friends decided to vote for leaders o f  the ir g roup  I’d be
elec ted  to  a h igh position. a b c
10. W hen things get tough, I am  not a person  that other p eo p le  my age
w ould turn to  fo r help. a b c
T he fo llow ing sentences are designed to  find ou t how you generally  feel when you are w ith  
your fam ily. P lease circle the num ber that best describes h o w  you feel about the sen tence, 
using the fo llow ing  scale. There are no  righ t o r w rong answ ers. Please be sure you answ er a ll 
the statem ents.
a = Strongly Disagree 
b  =  Disagree 
c =  Agree 
d = Strongly Agree
1. My parents are proud of me for the kind of person I am. a b c
2. N o one pays m uch attention  to  me at hom e. a b c
3. M y paren ts feel that I can  be depended on. a b c
4 . 1 often  feel that if  they could, my paren ts w ould  trade m e in  for another
child . a b  c
5. M y parents try  to  understand me. a b  c
6. M y parents expect too  m uch o f  me. a b  c
7 . 1 am  an im portan t person to m y fam ily. a b  c
8 . 1 o ften  feel unw anted a t hom e. a b  c
9. M y parents believe that I w ill be a success in the future. a b c
1 0 .1 often  w ish that I had been bom  in to  ano ther fam ily. a b c
T h e  follow ing sentences are designed  to  find out how  y o u  generally  feel when you are  in 
schoo l. Please circle the num ber th a t best describes how  y o u  feel about the sentence, using the 
fo llow ing  scale. There are no rig h t or wrong answ ers. P lease be  sure you answ er all the 
statem ents.
a = Strongly Disagree 
b = Disagree 
c = Agree 
d = Strongly Agree
1. M y  teachers expect too m uch o f  m e. a b c
2. In  the kinds o f  things w e do  in schoo l, I am  as good as o th e r  people in
m y  classes. a b  c
3. I often  feel w orthless at school. a b c
4. I am  usually proud o f  my report card . a b c
5. School is harder for m e than m ost o ther people. a b c
6. M y  teachers are usually happy w ith  the kind o f  w ork I d o . a b c
7. M o st o f my teachers do  not understand  me. a b c
8. I am  an im portant person in my c lass. a b c
9. It seem s that no  m atter how  hard I try , I never get the g rad es I deserve. a b c
10. A ll in all, I feel I ’ve been very fo rtunate  to have had th e  kinds o f
teachers  I’ve had  since I started  school. a b c



In  the box provided ( □  ) please tick  “Y es” or “N o ”  as  it applies to  you. These questions have 
b een  designed to  find out your view  o f  d ifferen t issues in life. There are no right o r w rong  
answ ers. P lease m ake sure you answ er all the  sta tem en ts.
1. D o  you believe that m ost problem s will solve them selves if  you ignore them ?
2. D o  you  feel that m ost o f  the tim e parents listen to  w hat their children have to  say?
3. W hen  you  get punished does it usually  seem  its fo r  no good reason at all?
4. M ost o f  the tim e do you find it hard  to  change a fr ie n d ’s (m ind) opinion?
5. D o  you feel that it’s nearly  im possib le to  change y o u r parents m ind about anything?
6. D o  you feel that one o f  the best w ays to  hand le  m ost problem s is ju s t no to think ab o u t 
th em ?
7. D o  you feel that w hen a kid you r age decides to  h it you, there ’s little you can do to  s top
h im  o r her?  ^
8. D o  you feel that w hen som ebody your age w an ts to  be your enem y there’s little you can  
do  to  change m atters?
9. D o  you feel that w hen som eone d o esn ’t like you  th e re ’s little you can do about it?
10. D o  you  usually  feel that it’s a lm ost useless to  try  in  school because m ost other ch ild ren  
are ju s t  c leve rer than you are?
Yes No
□ □

A yaiu ixe }iaei)xf| /  ) ia e f |x p ia ,
noAú Aiya Yvupigouiie pcxpt xópa yia xo n à g  vió0ouv oi pa6i|x¿s Y '«  
xo oxoActo xous. H auYKCxptpcvii ¿pcuva anocnconet oro va 
ouYxcvxpúoet nAi|po<popics ycv txá  Yia xii 5caf| oxo oxoAeio. EAni^oupe 
óxi OI nAiipo<poptes avxég  Oa KoAuxepeúaouv xt¡ ^aT¡ oou oxo oxoAcio. 
r ía  xo Aóyo auxó 0a OcAapc va ^xfiaoupe xi] ßor|0eta oou pe xn 
oupnAfipucri] auxoú xou cpcjxi|paxoAoYÍou. H ouppcxoxf| oxiiv ¿pcuva 
civai c0cAovxiKf| xai xo epuxi|paxoAÓYto civai avúvupo koi 
cpmoxeuxtxó. IlapaxaAoúpe va ou)uiAx|pùoexc óAa xa pcpi| xou 
e pcjxi] paxo Ao Ytou.
Euxaptoxoúpe noAú Yia xq ouppcxoxf| 005.
M cxanxux ioK Ó s E p c u v i |x f |s :  
A 0 a v á c n o s  K a p a x ^ tà g



Dl nepiYpacpés n o u  aKoÀouGoùv avatpépovtat axr) ao u  erro oxoÀeio. BôÀe oe kûkào 
[ov ap iS ^jô  n o u  nepiYpàq)et p e  to v  KOÀùiEpo xpóno to kotó n ó o o  oupqwaveig p ôiacpcDveiç 
HE K o S ep iá  emó tiç nEpiYpo(péç. N a Gupáoax ó n  Ò2iec ot neotvoaa>¿c ava<D¿oovxQt 
oxoAuafi xpovtó crenv onota ßpioxeoat TÓoa. Aev u n á p x o u v  ocootés li ÀaGoç 
anavrf)aeTÇ. IlapaKaÀG) cnYOupeuxEÍTE óxi êxexe anavxiioEX oe ôàeç xxç nEpxYpaœéç. 
.\koAou6 eì Èva napàÔ EiY pa.
aaç apéact xaBóAou rj ôouàexù n o u
IlapàSetYpa
Sxryv nEpiYpacpii “Mou apéoEi r| ôouÀEiâ nou Y^ VExai axr)v xà§r|”:
Eùv kukAwoexe 1, auxó oripaivEi óxx 6cv o s cipcoei G  
YÎVExai oxr|v xà§ri.
Eàv kukAwoexe 2, auxó orjpaivEX ôxi 5ev oag apéact icat xôoo rj ôouAexô nou 
YivExax oxriv xafr .^
Eàv ixuicAwoexe 3, auxó aripaivEx ôxx oag apéoct apiccxà ri ôouAexô nou yìvexox 
axr)v xà§ri.
Eàv icukAôoexe 4, auxó aiipaivEx ôxx oag apéoct nàpa noAxi q ôouAexù nou 
YÎVExax axriv xà§ri.
1. Expax iKavonoxripévoç /  i] p c  xxr)v noxKxAxa xcov paGripàxcov n ou  
ôxôàoKopax 0X0 oxoAexo.
2. Expax XKavonoxripÉvoç /  r| p c  xov apxGpô xcov paGripàxcov n o u  
ôxôàoKoviax 0X0 oxoAeìo.
3. E ipax  XKavonoxripÉvoç /  ri p c  xo Eßöopaöxaxo npÓYpappa oro  
oxoAexo.
4. Eipax euxapxoxripévoç /  r| p c  xtç KaGripEpxvég ôpaoxr]pxôxr|XEç
A iaxpuv  A ta -  S up-
CO cp CO- epeo- cpcovcó
AnóA u- v c j VÛ AnóAu-
XO_____  TQ
1
iauc7X||auLU. 1 2 3 4
5. Mou apéoex r) ÔouAexà n o u  Yivexax oxr) xà§r|. 1 2 3 4
6. E ipax iKavonoxripévoç /  r| p e  erxiôoori p o u  oxo oxoAeio. 1 2 3 4
7. E ipax xxavonoxripévoç /  r| p e  xxç euKaxpieç n o u  p o u  ôivovxax \ i a  
va o u p p e x é x o  p é o a  axr|v x à ^ . 1 2 3 4
8 . NxôGto ÓXX pnopô) v a  xa Kaxaqxépco p e  xr| ôouAexà n o u  p o u  
avaGéxouv ox KaGnvnxéç p o u  oxnv x à & i. 1 2 3 4
y. Mou aoéoex o xoônoc ôifinrrvriXini' rrrnv» 1 O 'l
10. Eipai euxapxoxripévoç /  r| pe xxç anavxrioexç xcov KoGriYrixcjv 
oxxç epGïTiioexç pou.
11. Mou cipÉoEx va ouÇrixG) pe xouç KaGriYrixéç pou péoa oxo 
pôGripa.
12. Mou apÉoex r| ôouAexà nou pou avaGéxouv ox KaGriYilxéç yici xo 
onixx.
13. Mou apéoex o xpônoç pe xov orxoio xa 6xdq>opa Gépaxa 
ôxaôéxovxai xo éva xo àAAo axa pa0f|paxa.
14. Mou apéoex ri ôuvaxôxrixa nou pou ôivouv ox KaGriYrixéç va 
E§epeuv<à oe ßäGog 6iä<popa Gépaxa oxo oxoAeio.
5^. ‘Oxav qxex^ YU anó xr|v xà§r) vxcóGco ôxx ôAeç pou ox anopieç 
oxexxKà p e xo pàGripa éxouv AuGei.
16. Eipat iKavonotripévoç /  ri pe xo xpôvo nou axpiepcbvoupe oe 
6xàqx)pa Géuaxa uéoa oxnv xàSn.____________________________
17. T a  laaS iip ax a  a to  oxoÀeio vie ß ä ^ o u v  v a  O K É qjtop ai a p K c x à .
)18. AiaoKEÔàÇcD p e  xo v a  paSaivco KaivoùpYia Kai ôiaq)opexiKà 
npàY paxa axo oxoÂeio.
19. Nid)0(a óxi o i Yvcooeig n o u  n a ip v o  axo axoAeio p e  k ô v o u v  va  
OKÉcpxopai Yid e a  npÔYpaxa.
20. nioxeucD ÓXI é x ü  xr|v euKaipia va  avxoÀÀàocû anóipeig p e  xouç
oxjppgOrixÉc; pox] p éoa  axriv x à ^ ._________________________________
21. NicbOciï ÓXI e ip a i  eÂeùGepoç /  r| v a  eniAÉYCO ôiacpopeç 
6paoxr)piôxrixeç oxriv xâ§r|.
22. BpioKCJ xiç ep n eip ieç  axo oxoÀeio evôiacpépouoeç Yiei p év a  cjç 
àxopo.
23. NiôGcû ÓXI o i xpônox ôiôaoKOÀiaç oxo oxoÀeio xaipiàÇouv p e  xov 
ôiKÔ p o o  xpóno v a  paGaivcù xaivoupY ia npaypcixa.
(24. E ip a i  iK avortou ipévoç /  r) p e  xxç exxog xà§iiç ôpaoxripiôxrixeç nou p o u  n a p é x e i xo oxoÀeio._______________________________________
25. NicbGo ÓXI xa ôioYcoviopaxa x a i  o i e§exàaeiç oxo oxoÀeio eivai o 
KaxcLÀÀriÀoç xpôrxoç Yia xr|v afioÀÔYiiari xriç en iôoo iiç  p o u .
26. NxôGcû ÓX1 naipvcû xouç ßaG poug n o u  afiÇco oxo oxoÀeio.
27. NicoGoû ÒX1 xa oxôÀia xcov KaGriYxlxwv n o u  ouvoôeùouv xouç 
PaGpoùç p o u  p e  ßor)Gouv v a  KOÀuxepeùoco xp ôouÀexà p o u  oxo 
oxoÀeio.
28. E ip a i iK avonoiripévoç p e  xpv eniôoof) pou  oxa 6iaY«aviopaxa /
E^exáoeu;.___________________________________________________________
4 1 . NiùSo) óxi TO oxoÀeio p e  ßorjGciei v a  KaxaAaßo) xiç ôuvaxôxrixeç 
iKQi xtç a ô u v a p ie ç  p o u .
4 2 . Niô 0 g) ÓXI xo oxoÀeio p e  ßopG aei v a  avarrxùÇcû K aivoúpyiec 
ôefiôxxixeç.
4 3 . NiwGoj ÓXX xo oxoÀeio p e  ßorjGdei v a  eniÀê§cû xr)v peÀÀovxucf) 
p o u  o x aô io ô p o p ia  (Kapxépa).
4 4 . NxôGü ÒXX xo oxoÀeio p e  ßopGaex v a  avxaixoKpxGià oxxç
anaxxiioexc; evôç peÀÀovxxKoxj enaw éÀ uaxoc.________________
^ o . üxpax xxavonoxiipévoç /  p  vevxKà p e  xxç oxéoexç n o u  éxo  p e  
xouç KaGpYrixéç p o u  oxo oxoÀeio. 1 2 3 4
4 6 . E ipax xxavonoxripévoç /  rj p e  xxç oxéoexç n o u  é x o  p e  xo 
unôÀoxno (pri excnaxôeuxxKÔ) npoooixxxô xou oxoÀeiou. 1 2 3 4
47 . E ipax XKavonoxripévoç /  p  p e  xxç oxéoexç n o u  é x o  p e  xouç 
ôÀÀouç paGxjxéç oxo oxoÀeio. 1 2 3 4
4 8 . E ipax  XKavonoxripévoç /  r| p e  xxç oxéoexç n o u  é x o  p e  xouç 
(piÀouç p o u  0X0 oxoÀeio. 1 2 3 4
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oxoÀeio pou .
5 0 . NxùGo ÓXX xo oxoÀeio p o u  eivax eixapKÔç enxixÀcopévo.
51. E ipax XKavoixoxripévoç /  r| p e  xouç koxvoxjç xcopouç n o u  eivax 
ôxaGéoxpox oxo oxoÀeio yxa v a  ouvavxàco xouç xpiÀouç p o u  oxa 
SxoÀeippaxa.
EiyiQx euxgpxoxiipévox; pe xo xcuÀXKeio oxo oxoÀeio pou._______
53. BpioKco xr) ôxaKÔoppoiri oxo oxoÀeio pou euxàpxoxx].
54. BpioKo xov eforxÀxopô (onxxKoaKouoxxKÔ péoa) xou oxoÀeiou 
pou XKavonoxT|xxKÔ.
55. AxoGàvopax ôxx xo oxoÀeio p o u  eivax apxexà k o v x ô  p e  xo onixx 
p o u .
56. NxàGcj aoxpaÀiiç oxo oxoÀeio.______________
Ppà^e enxYpappaxxKÔ , oxo xù p o  n ou  oxoÀouGei, xx vopiÇexç ôxx Ga éx a v e  xn Con oou oxo 
oxoÀexo KoÀxjxepri

2X0 pEpoç 4  0a  0éÀape va p a ç  neiç Kaxà n ô o o  oi aKÓÀou0ec 33  nepivpaœéç 
eivai rniYii aYxo«<; yta aévg ojç via0iixii /  xpia. BoÀe oe k ù k à o  x o v  ap ieïiô  
nou  rxepiYpatpei p e  xov KoÀûxepo xpóno xo ncoç vxcû0 eis Y^ a xriv Kà0e rxepivpacpñ 
Aev unapxouv ocjaxeç li Àa0oç anavxiioeiç. Edv p ia  an ó  xiç ix a p ^ à x ù  
nepiYpaipes ôev oou  npoKoÀei Ka0ÔAou ù y x o ç  ßoAe oe k ù k à o  xo 0. napaKoÀÔ  
axYoupeuxexxe oxi exexe anavxiioei ÔÀeç xxs epcaxiioEiç. AKoÀou0ei éva 
napaoeiY pa.
IIapàSeiY)ia
Zxriv rrepiYpaq)ii “Kaxavôrioii epoxfioecov oe eÇexàoeiç Kai ôiaYcoviopaxa”:
E av ßoAeis oe kùkào xo 0 , oripaivei ôxi ri Kaxavór]or| xav epcoxiioecov oriç  
eçexaoeiç Kai axa ôiaY oviopaxa 6ev ooii 6i]ptoupYci xaGôAou ô yxo c .
E av ßoAeis o e  kùkào xo 1, oripaivei ôxi ri Kaxavôrior) xcov epcoxiioewv oxiç 
esexaoexç Kai axa ôiaYcoviopaxa oou 6i]pioupYci Aíyo  òyxos 
E av ßoAeis ae kùkào xo 2 , oripaivei ùxi ri Kaxavôriari xcov epwxfioeaïv axiç 
eÇExaaeiç Kai oxa ôxaYOîviopaxa oou 6i|ptoupYci apxerô ôyxos.
E av ßöAeis oe kùkào xo 3. oripaivei ùxi ^  Kaxavôriori xcov epcoxrioecov cjxiç 
eÇExaoeiç koi oxa ôiaYcoviopaxa oou 5ii|iioupYei nàpa noAù 0yxo$.
r ió o o  ÙYxoç ooù rxpoKoÀei Ka0éva an ó  xa oKóÀou0a;
iiyo noAû
1. o ap i0p ôç x(ov pa0r|xcbv oxo o x o á e ío  y e v ik ó
2 . pEYOÀùxEpa naxôiù va EKtpoßi^ouv piKpòxEpa 
n a iô ià
3 . noÀù ö id ß a o p a  yxo xo onixi nou  ôev oou Kivei xo 
Evôiaipépov
4 . Ka0r)YrixÊs nou  piÀàve oxa n a iô iâ  xcopiç va  
EniKoivcovoùv p e  auxù
5 . pucpô xpoviKÔ nepi0cbpxo y ia  va  xeàeicooouv xa 
paO fipaxa oxo onixi
6 . EÀÀEiipri xcbpou Yxa npooconiKÔ ö ia ß a o p a  oxo 
oxoÀEio
7 . oùcraipa ßa0poAÖYriaris \^a Kcucf] eniôoori
8 . cïùotripa ßa0poA0Yr|or|s \aa KoÀfi eniôocrri
9 . KaOriYrixég nou  eiva i noÀù npooixoi
10 . Ka0riYrixéç nou  Eivai noÀù auoxripoi
11 . Kaxavôrjcni Epcoxrioecov oe eÇexàoeiç koi 
ôiaycovicrpaxa
12. ßoriOeia otov enaYYEÀpaxiKÔ npooavaxoÀiopô
13. xpôvoç nou xpeià^xai \aci va tpxàoeiç oto
OXOÀEÌO
14. À iveç ôo u À e iéç  KaxóÀÀr|À£s Y^ci ô o o u ç  teÀeicovouv  
TO o xo À e io
15. ao iiiaav to i Kavôveç k q i Kavovxapoi a to  oxoAeio
16. to  va  oe ]ae taxeip i$ov tai oav  p ix p ô  n a iô i
17. to  v a  t a  r a iv a iv e ig  K O À à  p e  to u ç  x a G r )v r ité ç
18. to  va  xàveiç  (piÀouç icaGôç npoxcopàç o e  
peYaÀùtepEç tà§eiç
19. to  v a  KÔveiç K aivoupyiouç q)iAouç KaG ôç 
npox&jpôç OE pEYaAûtepeç tà fe iç
2 0 . x p r )o ip ô t r| ta  tcov p a G rip ò tc a v  ito u  ô iô à o K o v t a i  
o to  o xo A e io
21 . péGoôoi ôiôaoK oA iaç
2 2 . t ip  copia ô t a v  ap Y c iç  o t o  oxo A e io
23 . KaptéAeç ßaGpoAoYias (éAeYxoç) o to u ç  Yo^eig
2 4 . to  v a  oe  peicovouv  Y ia  x a p r )A ii  en iô oo ri
2 5 . to  á v  p é v o u v  ep ru o te u tu c è ç  o i rtAripocpopieç Y^a 
n poocû n iK à  Ç r it iip a ta  n o u  ô ive iç  o to u ç  x aG riY rité s
2 6 . to  v a  pr^v §épeiç no ieg  cucpißcog eivai o i 
a n a itf |o e iç  tcov KaGriYrixôv
2 7 . to  v a  u rtàp x e i rtoAùç ©opußog o to  oxoAeio
2 8 . npooconiKci n p o ß A q p a ta
2 9 . to  v a  av riouxoùv  oi Yoveiç oou unepßoA iK d Yta 
tT|v ertiôocni oou  o to  oxoAeio
3 0 . ouvéneieç n o u  Ga éxe iç  av  anoY oriteûoeiç  to u ç  
YOveiç oou
3 1 . avtiG eteç avtiAf)ipeiç y^o Çooii p e ta fû  p a G ritô v
KOI Yovuijv
3 2 . avtiG eteç avtiAf)ipeig yiq  xri Çtoii p e ta f i i  yovicov 
x a i  oxoAeiou
3 3 . to  v a  n a ip v o u v  oi cpiAot oou enaveiA rippéva 
peYàAouç ßaO poüg \a a  t i iv  eniôooi^ to u ç
KaGôAou A iyo IIoAù n à p a
à y x o s à y x o s à y x o s noAûà y x o s
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3
0 1 2 3

AxoAouGei p ía  o e ip á  a n ó  nepiYpacpéç xo ncoç vxcbGeiç anò xri artviiri nou 
gcKivnoe n q>gTtvñ oxoAiiofi xpovtá. BáÁe V airiv  anávxriori n o u  oe EKçppàÇei 
p e  lo v  KoAútepo tp ó n o . napaK oA íb oxYoupeuxeixe óxx anavx iiaaxe  ôAeç xx$ 
epcûxiioExç.
IlapáSetYpa
Exriv nepiYpacpii “vxcbGo xp iiaxpoç /  eniG uprixôç”":
E áv  ßöAexs V axo “ x aO ó A o u ” auxó o ripa ive i óxx 5 e v  vtcáO ets KaSóAoxj 
x p i |o tp o s  /  z| - c n tO u p i |x ó s  /  f|.
Eáv ßdAexg V axo “onávia” auxó oripaivei óxx onávta vtúOets xpf|oipos / *1 - 
cm 6upi)xós /  i|.
E áv  ßáAExs V 0X0 “ouxvá i| xov neptooóxcpo xatpó” auxó oripaivex óxx 
apxxcxá ouxvá vtúOcts xpx|oipos /  r\ - cmOupi^xós / i|- 
E áv  ßáAexç V oxo “ouvf|0c»s f| xov neptooóxcpo xatpó” auxó appaivex  óxx 
nóvxa VtúOets xpi|otpos / i| - ent6upx|xós / ii-
xaOóAo onávta ouxvá ouvr|6cas
u i| xov f| xov
nepto- nep tooó­
oóxepo xcpo
xatpó xatpó
1. VXCÓ0CO óxx r| Çcoii éxex evóxaqxépov. □ □ □ Q
2. pe anaoxoAex KÓnoxa appúoxxa li nôvoç. □ □ □ a
3. vxwGcd iKavonoxripÈvoç / ri pe xr| Çcoii □ □ □ a
yevxKÓ.
4. vxcúGoa YEpôxoç / r] evépYCxa. □ □ □ a
5. vxci)0G) apKexá euxuxxopévoç / r| otri
npooüjnxKii pou Çüii. □ □ a a
6. pe onaoxoAei xánoxo àyxoç li oxevoxwpxa. □ □ a a
7. vxóGu napaY<a\OKÓS / >1. ôripxoupyxKÔç / n. Q □ a a
8. VXÚ0CO euôxôGexoç / r|. □ □ a a
9. VXÚ0G) óxx avoÍKG) Kánou. □ □ a a
10. vx¿)0c) óxx KOupâÇopax eÜKoAa. □ □ a a
11. vxóGq xapoùpevoç / q □ Q a a
12. vxcbGci) GAxpévoç / r|, óxx pe éxouv □ □ a a
anoppíxpex.
13. vxóGü euepéGxoxoç / r|. □ □ a a
14. vxú0(o lípepos / q. □ □ a a
15. Koxpápax apxexá koAú . □ □ a a
16. vxüOu xryxfiç. Q □ a a
17. VXÛ0CJ oxrvaxoOripaxxxá xoopporxripévos / t\ . □ □ a a
18. vxúOca xpi^oxpos / ri, enx0upr|xós / r]. Q a a a


Oi en ó p ev es  nepiYpaq>és avacpépovtai o to  rubs vicbeeig v^viicá óxav e io a t p e  
óAAa á x o p a  xrig rjAiKias oou. BóAe ae  kúkAo xo y p ó p p a  noxj rxepivpácpei p e  xov 
KoAúxepo xpóixo xo rxojg vióGeig xr|v ixpóxaar) x p ria ip o n o ic jv x as  xr|v
aKÓAouGr) KAipoKa. Aev u n á p x o u v  ouaxés li AóGog anavx iioeig . npaKoAoj 
OTYOupeuxeixe óxx éxexe an av x iio e i oe óAeg xig nepiYpa<p¿s.
1. Exea xóooug cpiAoug óooug óAAa áx o p a  xr^g 
r|AiKÍag p o u .
2. Aev eipax  xóoo 5ripocpiAiig óoo ÓAAa áx o p a  xrig 
rjAiKiag p o u .
3. E ip ax  xóoo KoAóg /  fi oxo v a  kóvco rxpÓYpaxa nou  
a p éo o u v  oe á x o p a  xr|g pAiKÍag p o u , óoo  ox 
ixepxooóxepox óAAox ávGpcoixox.
4 . E u x v á  Yivopax oxóxog y c^x nexpÓYpaxa a n ó  á x o p a  
xrig riAtKxag p o u .
5. Ox ÓAAox nxoxeúouv óxx eipax rxoAó euxópxoxog /  
r| Yici rxapéa.
6. EuvpG ug pévea xAexoxóg /  li oxov eauxó p o u , Yiati 
eipax 5xaq)opexxKÓg /  a n ó  ÓAAa áx o p a  xr|g r|AxKÍag 
p o u .
7. Ox ÓAAox eúxovxax v a  i^xav o av  epéva.
8. E ó x o p ax  v a  lip o u v  ÓxacpopexxKÓg /  f], yicixí éxox 
Ga e ix a  nepxooóxepoug cpiAoug.
9. Av r| napea pou anoqiáox^E va xpr|cpioex Ym 
apxriYoxjg, Ga p p o u v  uxprjAó oxriv npoxiprioii xoug.
10. Aev eipax o  xúnog xou avG púnou  n o u  xa á x o p a  
xrig rjAxKiag p o u  Ga axpeqxóxav yici Pof)Gexa oe 
KÓnoxo n p ópA ripa  n o u  Ga avxxpexúnx^av.
Aia<po-
VG>
AnóAu*
xa
A i a q K d -
VG>
£ u | i c p c a
-vea
£up-
«peavú
Anó-
Auxa
a p Y 5
a p Y 5
a p Y 6
a p Y 5
a p Y 5
a p Y 5
a p Y 5
a p Y 5
a p Y 6
a p Y 5



